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PREFACE

Instructional program planning is only one aspect of educational manage-
ment, but it is of crucial importance to the improvement of education and cuts
across all levels of school management, administration, and teaching. The
Educational Management Program of the Far West Laboratory, under the auspices
of the U.S. Office of Education an the National Institute of Education, has
developed products designed to help school staff and others in instructional
program planning and evaluation.

The intended primary users are:

* building principals

when they are involved in
* curriculum directors
program plamning.

* teachers

Depending on the size and organization of a school district, the materials

may also be useful to:

* district office administrators 1’ who make decisions about
* board of education members ) program adoption.
* parents who contribute to
* students r program planning.

The instructional program planning materials concentrate on increasing:
* skills required for good instructional planning;
* knowledge needed to choose and use skills appropriate to
particular planning problems; and
* understanding of the importance and relationship of
instructional planning to other aspects of educational
endeavor.
The materials available corsist of separate units in:

* Setting Goals



* Analyzing Problems

* Deriving Gbjectives

* Designing Instructional Programs

* Planning Program Implementation

* Evaluation for Program Luprovement

The units were developed in the above order, which suggests one sequence
to follow in instructional planning, although of course the sequence suggested
is not the only possihle one. Schools are at different stages of program
Plaming and could begir at various points along the contimmm.

This unit deals with Plamning Progrea Implementation. It provides school
staffs with an approach to develop.ng implementation plans for instructional
programs or projects. This approach presents guidelines for considering the
various aspects of program design in terms of their implications for imple-
mentation. It emphasizes that careful plamning of educational interventions
in existing school programs is important in order to develop the human
potential of the staff as well as provide a worthwhile learning experience.

Rather than presenting a self-contained training program which may be
incompatible with a district's particular values, needs, goals, objectives,
resources, and circumstances, this process guide uses a particinative man-
agement style which helps a staff deal with the implementation issues relevai.r
to their own programs.

The wnit is directed primarily at the school level, where planning
problems are most often shared, but may also be used by a district level staff
who share a problem. It presents one approach to instructional planning and
should therefore be used as a gﬁide to thoughtful planning rather than as a
book of rules which must be rigidly followed. The unit consists of the

following major parts:

6



* Section I, an introduction describing the use of the unit,
the approach taken, the assumptions upon which the umit is
based, and the goals of the unit.

* Section II, the maﬁor tasks of planning.

* Section III, suggested procedures for school planners
using the unit. |

* Section IV, a more detailed description of each major task

outlined in Sertion II.
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I. Introduction

USE OF THE UNIT

This unit is intended for individuals or groups in a school or district
faced with solving an instructional problem and interested in the potential
benefits of a group planning process. While it is possible to invent an in-
structional program for use with the unit, it is strongly recommended that
a real program for which the planners have responsibility be used instead.
This should keep motivation high and make the resulting implementation plan
a useful document rather than merely the outcome of a training exercise.
Suggested preparations for using the unit by a planning group are:

A. A group is formed to undertake implementation plamning. Ideally,
it is made up of persons who have responsibility for an instruc-
tional problem or who are motivated toward a solution. The
optimm size is between five and eight, which permits just about
the right amount of interaction, stimulation, and participation
by all members. | |

B. The group obtains any authorizations which may be required, finds
a meeting place which is conducive to thought and discussion and
equipped with a blackboard, gets a copy of the unit for each
participant, in addition to felt pens, note pads, pencils, and a
supply of task worksheets (see Appendix B).

C. The group selects a first meeting time and date.

D. Each participant studies the entire unit before the first
session, .

During the first planning session, the group selects one of its members

to act as moderator or leader. The group leader should be capable of and




willing to assume the responsibilities described in this wnit. The leader
should serve as a facilitator and assistant to the group rather than as a
director or supervisor.*

Since any member of the planning group may be selected as the group
leader, it is essential thet all participants study the entire document prior
to the first meeting so that each group member is familiar with the responsi -

bilities of the leader as well as those of the whole group.

APPROACH

This unit assumes that schools can provide more efficient programs as
well as individual growth if certain assumptions about management and people
are met. Af one time, managenent models assumed that man was intrinsicelly
unmotivated, a belief that led to highly structured, autocratic work environ-
ments out of fear that without such control all productive activities would
ultimately stop. Several years ago, McGregor (1960) observed that this
hierarchical model of management was becoming less effective because of its
growing distance from contempovary social trends.

If a program is to succeed, highly motivated, involved, concerned,
capable people should implement it. If these characteris:ics are to be
maintained, the working environment must promote rather than suppress human
potential. Individuals should feel they are spending their lives in a
meaningf 1, productive, self-directing manner. If educators feel they are
important people doing an important job, they will commmicate their attitude

and their motivation to others, including the pupils On the other hand,

*If the group wishes, it may choose to obtain the services of a consultant

to facilitate the planning group's activities. If so, ample time should be
allowed for recruitment and orientation prior to the first meeting. However,
it is believed that sufficient expertise exists within school or district
planning groups to provide the necessary leadership for use of this unit.
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an cducator who believes an educational program is unimportant, intrusive,
or dull may bias others against the program and reduce its possible educational
benefit for pupils as well as for other staff participants.

In other words, when a program does rothing more than achieve its minimal
objectives, without having been a rewarding and meaningful experience for all
concerned, it has fallen far short of its real potenti 1. With a little more
thought and effort, greater benefits can he accomplished for the program, for

the participants, and for the school system as a whole.

In terms of time spent, the traditional hierarchical model of management
devotes more time to solving problems after they have surfaced, while the
participative management model allows more time to organize the system so that
major problems can be anticipated and prevented. When problems do occur, they
éan be dealt with effectively without jeopardizing the integrity of the person
or program. Savings are realized in terms of time, money, productivity, and
human potential.

Hunan problems tend to occur when a program is introduced without pro-
fessional staff involvement. People in existing systems often view any
intervention as an intrusion, which is even more strangly resented when out-
side agencies are involved. Whether members of a system view the introduction
of a program from outside agencies or from higher echelons of the district as
intrusive or heipful is determined not only b the appropriateness of the
program, but also, perhaps to a greater degree, by the mammer in which the
program is introduced. This is particularly important when externally
initiated programs deal with problems that the members of a system are not
only trained to deal with, but are, in fact, working on (e.g., introduction
of an experimental remedial reading program in a school district which

already has scme form of remedial program).

q
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Thi- wir is based on a nusber of assumptions about the planning process
and the nat're of the intended audiences:

1. Planing is ideally a group process which, if cenducted well, cmn
result in more useful solutions than those produced by individuals.

2. Effective planning will more likely occur if plemners are highly
motivated and involved in the process. Therefore, the wnit was
desigred to eicourage users to identify real planning problems in
their schools to wovrk on. This rermits users to develop a asable
plan for a pressing problei: ratuer than producing a hypothetical
solutior tc & hypothetical proble.s.

3. Probahly no on" set of activities (tasks) will always be correct
for the varie'y of problems to be solved Yy school staffs. How-
ever, the tasks provided in the unit are minimaliy essential for
successful wlanning.

4. Participants can perform the needed tasks with only the gemeral -
guidelines provided.

5. 'The selected leader will ensure that all members have the oppcr-
tunity to contribute to the plan and that the resulting plan .
represeats the collective view of the planners.

GUALS

This unit presents only guideiines and a process for planning the

W’

implementation of school-selected instructional programs or projects. Neither
simulated material nor feedback on user's progress is provided, and therefore,
claims for the unit's effectiveness in terms of increased knowledge or
specific skills for individual participants are not made, even though such
improvements ave probable outcomes. Rather, we make only two claims that are
in keeping with tlie unit's design and intended use:
1. Users will produce implementation plans for their programs

or projects that are useful, immediately applicable, and

sufficiently detailed to commmicate effectively with

other persons.

2. Users will regard the use of the unit as a productive and
group-enhancing experience.

o
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IT. Tasks of Implementation Planning

FOCUS

The overall purpoce of the Planning for Progr"am Implementation Unit is to
increase the possibility of success for instructional programs Or projects by
fecusing on various issues that should be considered by a school staff respon-
sible for making decisions about new programs or projects.

A convenient way to look at instructional programs in order to understand
and improve them is to focus on the relationship hetween the basic functions
of instructional planning and the decisions that must be made about them.

Such a relationship between functions and decisions is shown on page 6.

This unit focuses on the second function -- planning instructional
prograins -- and particularly on decisions regarding the organization and use
of welected experiences and resources. The issues of program design and
implementation planning are strongly interactive. For example, while it is
obvious that implementation planning will be affected "y the proposed program,
it is also true that most program designs will (or should) be affected by
thinking about its implementation. Furthermore, the design of a program is
highly dependent on the nature of the problem(s) to be solved and the goals
ad objectives selected. Therefore, this unit devotes some attention to these
related issues sc that implementation plamning can proceed as smoothly as
possible.

When unit users have completed the eighteen or so hours required (this
will vary depending on the complexity of the program being considered) it is
assumed that they will have a fairly complete program design and implementation
plan which is immediately useful and appropriate for solving an educational

problem.

ba
b




Instructional Planning

Basic Functions Types of Decisions for Functions

1. Determining Purposes 1. Decisions regarding purposes of the program.

of Program
a. Decisions regarding problems and needs
of students, commmity, and society.
b. Decisions regarding goals to meet those
problems and needs.
c. Decisions regarding objectives to be
achieved in pursuing the goals.
2. Plaming 2. Decisions in planning programs to achieve
Instructional the purposes.
Programs
a. Decisions regarding what learning ex-
periences and resources are to be
included. (program design)
b. Decisions regarding organization and use
of the experiences and resources.
(implementation planning)
3. Evaluating 3. Decisions regarding evaluation of the program.
Instructional
Programs a. Decisions which are both necessary and

feasible about program modifications
and who is to make these decisions.

b. Decisions about alternative courses of
action.

c. Decisions about relevant information
requirements for program modifications.

d. Decisions conceming responsibilities
and involvement in collecting, organizing
and analyzing program modification infor-
mation.




OUTLINE OF MAJOR TASKS
The Planning for Program Implementation Unit presents the tasks which a
planning group should take into conside.ation as it prepares to implement a
new program or project. when consi&ering the tasks, the planning group should
determine the relative importance of each task in relation to the program to
be implemented. In addition, tasks that generally precede implementation
planning are described briefly in order that the group may determine where it
is with reference to readiness for implementation planning and take appro-
priate action.
Subtasks 1-12 of Task E are the major focus of the unit. Definitions of
other tasks are included:
* to present a comprehensive view of the tasks associated with
program planning;
* to clarify the difference between the development of an
implementation plan and its actual implementation;
* to emphasize that the implementation plan and the program
itself are initiated simltaneously; and
* to clarify that although progiam evaluation plamning is an
integral part of implementation planning, specific procedures
are not given in this unit.
You are encouraged to study the outline for an overall view of how the

unit is constructed and to refer to it during planning as a check on progress.
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OUTLINE OF MAJOR PLANNING TASKS FOR PLANNING GROUP

Phase

Task

Preparatory

Select planning group leader.

Determine
Program
Purpose

Define problem to be addressed.
Select program objectives.

Plan
Program

Design (or select) a program/project to meet
objectives.

Develcp implementatiion plan.

1. Write implementation planning group mission
statement.

2. Determine personnel requirements, including
preservice and inservice training.

3. Determine material, equipment, and other
physical requirements.

4. Determine school readiness.

5. Plan staff selection.

6. Plan purchasing schedule,

7. Plan staff orientation.

8. Plan other orieantations.

9. Determine costs.

10. Determine sequence of implementation tasks.
11, Establish timeline,

12. Arrange independent review of plan.

Plan
Evaluation

"mplementation

Develop evaluation plan.

Secure approval of plan and budget.

Initiate and operate program plan.
Conclude plans.

Evaluation

Evaluate program.
Determine program futuve.

17




III. A Self Conducted, Group Approach for Planning

SUGGESTED STRUCTURE
When the planning group comes ‘together for ifs first session, the
members proceed through the proposed sequence of tasks and subtasks., T+ 18
estimated that the various tasks can be performed in approximately eighteen
hours (depending on the Complexity of the program). Three hours per session
is recommended as a minimum.
First Session: Tasks A - C
Second Session: Task D
Third Session: Task E, Subtasks 1-3
Fourth Session: Task E, Subtasks 4-8
Fifth Session: Task E, Subtasks 9-12
Sixth Session: Tasks F - K
Following are six suggested sessions to assist you and your colleagues
in becoming more effective planners and managers of your own programs. You
are encouraged to adapt these procedures as much as necessary to meet the
particular needs and characteristics of your group. Each session is outlined
on the following pages in terms of:
* suggested tasks of the group leader;
* suggested activities for the group; and
* material to be covered.
When you and your colleagues meet for the first session, it is assumed

that each has studied this unit thoroughly and will be ready to begin Task A

on pagel¢ .
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GROUP PLANNING SESSIONS

First Session

Group Leader's Responsibilities-

‘Group Activities

Review with group purposes of
planning group, and any previous
activities, plans and agreements.

Obtair consensus for an agenda
and schedule for planning
sessions.

Lead brief discussion on con-
tents of unit which all members
have read prior to meeting.
Before the group takes up each
task, ask them to spend a few
minutes reviewing the task
descriptions. (allow 5-10
minutes) Assign one member to
be responsible for recording
group deliberations and final

outccmes of each session.

Conclude session: 1lead brief
discussion evaluating the
session just completed; remind
group of agenda and schedule of
subsequent meetings and collect
a copy of outcomes.

19

Perform Task A:

""Select Group
Leader."

Develop and agree upon agenda and
schedule. ®

Perform Task B: 'Define Problem
to be Addiressed."
Perform Task C: 'Select Program

Objectives."



Second Session

Group Leader's Responsibilities

11

Grouwp Activities

Briefly review first session and
proposed activities for second
session.

Provide copies of outcomes of
first session. Ask group to

individuallly review the task
description.

Conclude session: 1lead brief
discussion evaluating the session
just completed; obtain acceptance
of group for program design;
remind group of agenda and sub-
sequent meetings and collect a
copy of outcomes.

3.

Perform Task D: 'Design or
Select Program/Project to Meet
Objectives."
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Third Session

Group Leader's Responsibilities

Group Activities

Briefly review second session
and outlined activicies for
third sessijr,

Provide v; ' :ng mate~ 5.4
copi¢s ¢” - tiomes .
two = .. AN ASk PR :

to ir y TGV, -

subt by

Conclude session: 1lead brief
discussion evaluating the
session just completed; remind
group of agenda and subsequent
meetings and collect a copy
of the outcomes.

[ )

Y ¥

5. Perform Subtask 1: 'Write
Mission Statement."

4. Perform Subtask 2: 'Determine
Personnel Requirements, etc."

5. Perform Subtask 3: 'Determine
Material, Equipment, etc."



Fourth Session

Group Leader's Responsibi’ities

13

Group Activities

Briefly review third session
and proposed activities for
fourth session.

Provide copies of outcomes of
third session. Ack the group
to individually review the
subtask descriptions.

Conclude session: 1lead brief
discussion evaluating the
session just completed; remind
group of agenda and subsequent
meetings and collect a copy of
the outcomes.

Pcrform Subtask 4:
System Readiness."

Perform Subtask S:
Selection."

Perform Subtask 6:
Purchasing Schedule.

Perform Subtask 7:
Orientation."

Perform Subtask 8:
Oricntations."

"Determine
"Plan Staff
'"Plan

'"Plan Staff

'"Plan Other
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Fifth Session

Group Icader's Responsibilities Group Activities

1. Briefly review fourth session
and proposed activities for
fifth session.

2. Explain the use of task work
sheets (see Appendix B and
subtask 1¢).

3. Provide copies of outcomes of
previous session. Ask group
to individual!y review subtask
descriptions.

4. Perform Subtask 9: 'Determine
Costs."

5. Perform Subtask 10: ‘'Determine
Sequence of Task."

6. Perform Subtask 11: "Establish
Timeline."

7.  Perform Subtask 12: 'Arrange
for Independent Review."

8. Conclude session: 1lead brief
discussion evaluating the
session just completed; remind
group of next meeting time
and collect a copy of the
outcomes.

Td
o




Sixth Session

Group Leader's Responsibilities

._Group Activities

15

8riefly review fifth session
and proposed activities for
sixth session.

Provide copies of outcomes of
Previous session. Ask group
to individually review the
subtask descriptions.

Lead group through a review of
the completed plan, paying
particular attention to possible
problem areas, omitted or
hastily considered parts of the
plan.

Conclude session: 1lead brief
discussion in terms of the wnit
goals given on page 7 and help
group decide on future activities.

23
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Perform Task F.
Perform Task G.

Read Task H, I, and J.
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IV. ‘Task Descriptions

TASK A
SELECT GROUP LEADER

The firet tusk to be accomplished is to select the ind-
vidual who will be vesponsible for all the subsequent

tasks involved in planning for program implememtaticn.

SELECTION CRITERIA

The planning group leader should be selected deliberately and system-
atically, with attention given to the ability of the candidate to carry out
each of the tasks described in this unit. Whenever possible, the planning
leader sho'.1d also be the program or project director because a program is
likely to run more smoothly if its director was involved in the planning.
However, a person who is a leader in the early stages of developing a program
may not necessarily have the management skills necessary to carry that program
out, in which case another leader will have to be found,

Depending on the size and complexity of the program to be implemented,
those responsible for selecting the group leader and probable program director
should consider the following variables as they develop screening and selection
criteria:

1. Magnitude of the Program. Is a full- or part-time director

required? Is an assistant director required? What is the
expected length of the program? What is the estimated total
number of persons to be involved in the program? What type
of management structure is anticipated? What degree of
acceptance or opposition is anticipated between the program

and the existing system? What volume of reporting is
required?

2. Management Style. Is the management style of the candidate
participative and known to be effective with the staff? Is
the candidate 'person-centered' or ""thing-centered"?

0.
NQJ
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3. Management Skills. What level of knowledge of budgeting,
systems analysis, research and evaluation, staff development,
organization development, and personal and interpersonal
skills is required or desired?

4. Management Experience. What programs has the candidate
1rected and with what success?

5. Knowledge of System. How important to the success of the
prugram is knowledge of the system into which the program
will be introduced? Does the candidate understand the system
to a sufficient degree or is he or she capable of readily

acquiring this knowledge?

6. Philosophy and Values. Are the values and motivations of the
candidate those which will promote the success of the program?
Can the candidate be self-critical and self-monitoring?

If for any reason none of the planning group members can become the
program director, selection of a leader {or implementation planning should be
based primarily on the ability to facilitate a participative group process and
on general knowledge of the problem area being addressed. In this event,
selection of a program director becomes part of subtask five of Task E (staff

selection) and the criteria given above should be reviewed.
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NOTE:

Ideally, the purposes for a new program or project will
have been previously defined. This means that an instructional
problem has been defined and goals and objectives for its solu-
tion have been stated. The functions of program plamning (i.e.,
designing or selecting a program to solve the problem and meet
the stated objectives and planning its implementation) ordin-
arily follow. If, however, problem definition has not been
accomplished and program objectives have not been stated,
plamners will want to address these issues first. Therefore

guidelines for performing these two tasks are given next.
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TASK B
DEFINE PROBLEM TO BE ADDRESSED*

In order that plannere can be certain thqt the progra~ to
be implemented is responding to a real problem, plannere
should reach consensus on the problem definition op spend
the necessary time in defining the problem toward which

their efforte are to be directed.

REACHING CONSENSUS

First, let's clarify what is meant here by a "problem”. Since this unit
(as well as others in the series) is generally directed at instructional plan-
ning, a problem is defined as a valid discrepancy between the existing state
of student outcomes and the desired state of those outcomes. "Existing state"
refers to the actual or present level or state of affairs and '""desired state"
refers to the sought after or intended level or state of affairs, The defini-
tion of a problem should specify the unsatisfactory level that exists as well
as the corresponding satisfactory level.

The more explicitly the problem is defined, the more likely it is that
others will understand it. Here are some suggested criteria for defining ex-
isting and desired states that should help you write clear problem definitions:

1. Specify the curricular or instructional areas involved.

2. Specify the grade levels of the students involved.

3.  Specify the particular student groups involved.
4

- Specifv the student behaviors or other conditions involved.

*Adapted from the training unit titled Analyzing Problems, which can be obtained
from the Far West Laboratory for Educational Research and Development,

1855 Folsom Street, San Francisco, Ca. 94103. This unit is designed to develop
knowledge and skills related to analyzing various potential problem areas, de-
fining problems, collecting information concerned with validity, and deter-
mining relative seriousness of problems competing for attention.

~3




20

Here is an example of a problem definition that specifies existing and

desired states and meets the criteria above:

Existing State: Our district emphasizes academic
preparation, even though the majority of our students do
not plan on college. Instead they are concerned with job
preparation. In addition, our high school students who
seek jobs upon graduation are lacking in skills that would
qualify them for obtaining and holding a job. .

Desired State: Our non-college-bound students should

receive better preparation for getting a job through career
or vocational training that keeps abreast of changing man-
power needs.

It is useful to remember that problem definitions can easily become
either too broad ("our instructional program is not responding to student
needs') or too narrow ("the Dillinger boy is a serious disciplinary problem").
The first example is so general that the problem has no starting point; the
second example is not a problem for a group.

There is also a common tendency to specify solutions before defining the
problem. Proposals for instructional improvements often do not make i. clear
what problem or problems the proposal is intended to solve. For example,

Our schools need a reduced pupil-teacher ratio.
Our schools need more money.

Our schuols need differentiated staffing.

Our schools need individualized instruction.
Our schools need learning resource centers.
Our schools need SRA Reading Kits.

It is not possible to determine the merits of these proposed solutions

O
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because the problem they are meant to solve has not been specified. The
important point is that once a problem has been defined well and there is gen-
eral agreement that there is a valid and serious problem, several alternative
solutions may be appropriate.*

In gummary, the planning group should reach a consensus on the problems
to be addressed that meets the suggested criteria, is about the right sise
for the group's attention (u subjective Judgment), and ehould not be atated
in terms of a specific solutionm.

If there is comcern among planning group membere about the validity of
the problem or about its seriousness relative to other pressing problems in
the achool, it is recommended that group time be devoted to the Analyszing

Problemg training unit referred to earlier in this task.

*Examining alternative solutions is the subject of Task D.
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TASK C
SELECT PROGRAM OBJECTIVES*

THE GOAL REFINEMENT PR(CESS

Goals are highly desirable, often ideal, aims that schools hope to
promote, if not always achieve. They are usually stated too generally and
too abstractly to provide much guidance for program designers and implementers,
however. Specific goal statements can provide guidance for selecting appro-
priate classroom procedures for new or revised programs. How far the goal
refinement process is carried depends on the nature of the goal and the phil-
osophical stance of the persons doing the goal refinement. This wnit describes
four types or levels of stated outcomes: (1) pre-stated goals; (2) pre-stated
goal indicators; (3) pre-stated curricular objectives; and (4) pre-stated

instructional cbjectives.

CHARACTERISTICS OF GOAL TYPES

Pre-Stated Goals. Pre-stated goals are highly abstract statements of

intent describing states of being that can usually be attained through educa-
tion. For example, a goal stated at the 'pre-stated goal" level is: "Every
student should acquire the skill and attitudes and the knowledge required to
become a good citizen." The desired state of being is ""good citizen," a

state to be achieved by students under conditions implicitly derived from the

goal itself. While such conditions are commonly associated with the school

*Adapted from Deriving Objectives and Desiﬁging Instructional Programs training
units. Both units can be obtained from the Far West Laboratory %or Educational
Research and Development, 1855 Folsom Street, San Francisco, Ca. 94103.

Deriving Objectives presents activities designed to develop knowledge and skills
in deriving objectives from goals, screening objectives through criteria and
selecting a set of objectives. Desi ing Instructional Prog;gmg provides an
overview of the process of goal refinement but focuses on se ecting the
Characteristics of a program or project based on assumptions, intentions, and
resources and constraints.
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environment, they must be experienced elsewhere.

The significant characteristic of pre-stated goals is that they
describe states of being to be attained by the student.

The level at which pre-stated goals are expressed allows instruc-
tional program designers great latitude in choosing learning experiences
that can achieve those goals. Furthermore, this goal type is a source
for more concrete learning outcomes.

Pre-Stated Goal Indicators. Goal indicators are long-range bahaviors

or habits that give evidence that a pre-stated goal has been achieved.

They are expressed more specifically than pre-stated goals, and evidence
that they have been achieved, may occur long after ths student has left
school. An example of a goal indicator is: "Each student should demon-
strate that he or she is a good citizen by promptly paying an annual income
tax." This indicator must be observed after the student has worked at a job,
thus fulfilling the requirement of being a '"long-range behavior or habit."
Further, since it is more specific than its related pre-stated goal, it
appears to be an adequate example of a pre-stated goal indicator.

The critical characteristic of pre-stated goal indicators is that they
describe long-range behaviors or habits.

The level at which pre-stated goal indicators are expressed allows in-
structional program designers much latitude in choosing learning experiences
that can achieve them. This goal type is also a source of more concrete
learning outcomes.

Pre-Stated Curricular Objectives. Curricular objectives express ob-

servable or measurable learning achievements in a particular discipline or
subject area that can be demonstrated on completion of an instructional pro-

gram. They are more concrete than goals and goal indicators and reflect the
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means to these ends. An example of a goal stated at this level is: 'Each
student in J2th grade Civics should be able to fill out a Form 1040 completely
and accurately for purposes of filing an income tax return." This example
satisfies the critical requirement for an adequate curricular objective: it
states an observable or measurable student learning achievement that can be
demonstrated on completion of an instructional program in a certain discipline.
Also, it is more concretcly stated than a goal or goal indicator and reflects
one means necessary for achieving its related goal and goal indicator.

The critical characteristics of pre-stated curricular objectives are that
they prescribe:

1. disciplines or subject areas in which stated achievements
should occur;

2. observable or measurable end-of-program learning achievements
or behaviors.

The level at which pre-stated curriculsr oblectives are expressed allows
instructional program designers some latitude in choosing learning experiences
that can achieve them. Curricular obje?tives are also a source for more
concrete learning outcomes.

Pre-Stated Instructional Gbjectives. Instructional objectives state

specifically what the student is to know, be able to do, or to demonstrate

as a result of exposure to a particular scament of an instructional program.
They include the most significant conditions under which he or she will per-
form, such as the space, setting, and materials involved, as well as the level
of acceptable student performance. Unlike the other goal types, therefore,
instructional objectives have built-in evaluation criteria and standards that
serves as guides for testing each specific bit of knowledge, skill, and
performance being demonstrated by the student. An °xample at this level is:

"By the end of the fifth week in 10th grade Social Stulics, given sample forms

ad




25

and tax tables and appropriate financial data, the student will be able to
calculate the tax due or refundable for a hypothetical single citizen, ard a
married couple with four children, within two hou;s and to the satisfaction
of the teacher.”" A quick review of the above definition should show that this
example is an adequate pre-stated instructional objective.

The critical characteristics of pre-stated instructional objectives are
that they specify:

1. levels of acceptable student performance,

2. prectise time frames within programs in which stated
pehaviors are to vccur,

3. conditions under which students wili perform (e.g.,
space, setting, and materials), and

4. particular knowledge, skill, or performance that ie
to be taught and teated.

The level at which instructional objectives are stated allows program
designers little latitude in choosing learning experiences or evaluation
procedures. This type of goal is also capable of correspording directly to
specific instructionai program design options and, as such, is the most con-

crete level at wnich instructional goals may be stated.

GOALS AND GUIDANCE

As stated earlier, the goal refinement process provides guidance for
staff in designing instructional programs. The type of student learning goals
that school people chose has several important implications for staff assigned
to designing and teaching courses or programs. The more specifically stated
student learning goals are, the more direction teachers have for designing
or selecting learning experiences, and the more staff planning time is re-
quired prior to beginning instruction. Naturally the less time staff devotes

to specifying goals at various levels prior to instruction, the less guidance

L]
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they will receive from learning goals,

The number of people who can participate in instructional planning
depends on how concretely learning goals are to be stated. When no student
learning goals are specified by staff prior to instruction, it is assumed
that students are capable of serving as the primary, or at least, mutual
Planners of their iustructional programs. In cases where broad instruc-
tional goals are to be stater, parents and commmity representatives, as
well as students and teachers, can usually participate in instructional
planning. Where specific curricular or instructional objectives are desired,
a trained staff and coordinator of activities should probably formulate them.

The appropriate selection of particular instructional program design
options also depends on the type of learning goals pursued. Deciding how
precisely to specify instructional goals should not be based only on how
much time the staff has to devote to the task or how much direction it needs.
The decision should also be based on the kind of program that is desired. In
other words, some program design options lend themselves better than others to
putting some types of learning goals into practice.

At the pre-stated curricular objective level of goal refinement, the
amount of guidance provided designers and the amount of flexibility in a
proposed program strike a happy medium. Curricular objectives indicate
studeat behavior that acts as the basis for evaluating learner achievement.
Yet they do not prescribe how this behavior is to be learned or tested. Local
schools and individual teachers can translate these objectives into a course
Or program, or they may elect to refine them into even more concrece pre-stated
instructional objectives before matching them, in tumn, with a course or program.
A program outlined by the boundaries set by curricular objectives is likely

to differ from one matched with instructional objectives. Instructional
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objectives are so prescriptive that they limit the number of programs that
can be matched with them.

Matching programs with goals, then, is highly dependent on the level of
goal refinement chosen by particular staffs. If more latitude and less guidance
are desired in the matching process, then the curricular objective level is
usually where goals and programs should be matched. 1f staff has much time and
expertise and wants highly prescriptive programs, then the guidance provided by

pre-stated instructional objectives might be the best cnoice.

A FINAL WORD ON GOAL REFINEMENT

It is possible that an instructional program may have no pre-determined
goals. In such a case, the purposes of learning activities and experiences are
not specified in advance. Rather, they evolve as the student carries out or
participates in activities, synthesizing earlier knowledge with newly dis-
covered facts, principles, and concepts. In such a cuse there is little
reason to formally design an instructional program. This approach to educa-
tion is common among ''free" or "open" schools.

However, when grcups of teachers, administrators, students, or others
outline instructional programs, they usually need to establish some boundaries
to their design. When consensus is required on the conduct of instruction,
it is almost always necessary to cstablish ahead of time what the ends and
means of teaching and learning will be. Therefore, instructional goals come
in handy for resolving early differences of opinion about certain aspects of
the educational process, as well as providing guidance for sorting through
the "nuts and bolts''—the particular activities to be used—in the teaching/

learning process.
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SELECTING OBJECTIVES

A convenient and workable level for formulating most instructional
programs or projects is the curricular objective level. This level allows
program designers and implementers sufficient latitude and flexibility in
considering program design categories and provides sufficient guidance for
developing evaluation procedures. For example, consider the following
instructional design categories:

1. teaching/learning method

2, teacher role

3. student role

4. physical setting

5. evaluation

The design of an instructional program should describe the intended
nature of each of the categories. A set of curricular objectives provides
about the right amount of guidance for outlining an instructional program.

How does one know whether a set of curricular chjectives is appropriate”
There are several factnrs to consider.

1. Are they relevant? (I.e., Have they been logically derived
{rom goals? Are they relevant to student needs and interests?)

2. Are they feasible in terms of the intended audience?
(E.g., Are they reasonable given the student population?
Does the school have the required resources?)

3. Do they provide sufficient guidance to those who must
implement them?

These three criteria can be used with each objective that has been
stated. But there is one more factor to consider - objectives ought to bhe
classified in temms of their stated behaviors. While there are several ways
to classify student behavior and types of outcomes, perhaps the best l.nown
are the taxonomies of Bloom and Krathwohl. There are difficulties in using

any taxonomy or classification system, but they are useful in identifying types
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of objectives that have been selected, and an examination of the types will
show that specific teaching/learning methods can be derived. Condensed
versions of Bloom's cognitive taxonomy are given on pages 30 and 31.

Krathwohl's efforts in the affective domain produced the following:

CONDENSED AFFECTIVE TAXONOMY®

RECEIVING: Students pay attention, and are willing to listen
and look. -
RESPONDING: Students are willing to comply with regulations,

are actively interested, and enjoy participation.

VALUING: Students attach worth to an activity, assume active
responsibility and demonstrate a stable commitment
to the activity or belief.

ORGANIZATION: Students form judgments about new values and
organize them into a priority system.

CHARACTERIZATION: Students seiectively and consistently respond to
a varieiy of stimuli according to a value system,
are willing to revise judgments in light of evi-
dence, are willing to judge problems in terms of
situations, issues, and consequences rather than
in terms of fixed, dogmatic precepts or wishful
thinking.

Once behaviors and types of achievement are classified according to
taxonomies such as those mentioned above, the most representative behaviors
or achievements in a set of learning goals then serve as the basis for a
starting point in the matching process. The starting point is usually the
teaching/learning method and once a decision about what it is to be has been
made this first choice affects the choices of subsequent design categories and

options.

*David R. Krathwohl, et al., Taxomomy of kducational Objectives; Handiwok II:
Affective Dcmain. (New York: David McKay, 1964).
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BLOOM'S TAXONOMY OF COGNITIVE OBJECTIVES

(¥xamples of Student and Teacher Action)

AREA OF WHAT WHAT
TAXONOMY DEFINITION TEACHER STUDENT
DOES DOES
KNOWLENDGE RECALLING OF SPECIFIC DIRECTS RESPONLS
BITS OF INFORMATION. TELLS ABSORBS
SHOWS . REMEMBERS
EXANMINES RECOGNIZES
COMPREHENSION UNDERSTANDING OF A DEMONS TRATES EXPLAINS
COMMUNICATED MATERIAL LISTENS TRANSLATES
WITHOUT RELATING IT OUESTIONS DEMONSTRATES
TO OTHER MATERIAL. COMPARES INTERPRETS
CONTRASTS
EXAMINES
APPLICATION USING METHODS, SHOWS SOLVES NOVEL
CONCEPTS, PRINCIPLES, PACILITATES PROBLEMS,
AND THEORIES IN NEW OBSERVES DEMONSTRATES
SITUATIONS. CRITICIZES USE OF KNOwW-
LEDGE,
CONSTRUCTS
ANALYSIS BREAKING DOWN A PROBES DISCUSSES
COMMUNICATION INTO GUIDES UNZOVERS
ITS CONSTITUENT OBSERVES , LISTS
ELEMENTS . ACTS AS A DISSECTS
RESOURCE
SYNTHESIS PUTTING TOGETHER REFLECTS DISCUSSES
CONSTITUENT ELEMENTS EXTENDS GENERALIZES
OR PARTS TO FORM A ANALYZES RELATES
WHOLE EVALUATES COMPARES
CONTRASTS
ABSTRACTS
EVALUATION JUDGING TIIE VALUE OF ACCEPTS » JUDGES
MATERIALS AND METHODS LAYS BARE DISPUTES
GIVEN PURPOSES, APPLY- CRITERIA,
ING STANDARDS AND HARMONIZES

CRITERIA.



BLOOM'S TAXONOMY OF COGNITIVE OBJECTIVES

(Process and Output Examples)

KNOWLEDGE/
COMPREHENSION QUESTIONS
* (Finding Out)

events Jiary APPLICATION QUESTIONS

(Making Use of the Known)
television collection

radio people puzzle diagram

ncwspapers books photoraphs
sculpture

divrama map

ask list

magazines tapes .

match - construct

diagrams modcls scrapbcok

discover teach  paint stitchc.ry
records:  films - sketch mobile model
identify listen manipulate interview

record
eaperiment geport

illustration

locate

% Simulate
APPLICATION

KNOWLEDGE/

letter COMCREHENS 10K

group
discussion

evaluate
judge
debate

graph

classify
survey

panel categorize
discuss separaiws questionnaire
news item compare
‘ editorialize SYNTHESIS dissect
court (trial contrast

DI S

coinbine  invent
compasc

hypothesize predict

decide
fecommen

report

survey advertise

diagram

conclusion survey

chart

role-play estimate infer

create praduce  imagine write

cvaluation ) '
story news artiche TV, radio show
poem  cartoon Mmugazine new pame
play advertisement recipe product
pantomime siqucture new color, smell. taste
SONg mvention machine puppet show

EVALUATION
QUISTIONS
udging the

Outcone)

ANALYSIS
QULESTIONS

{Taking Apar:
the Know-:

SYNTHESIS QUESTIONS
(Putting Topethier the New)
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The rationale for classifying leamning goals according to their stated
types of behavior and matching those behaviors with a corresponding teaching/
learning method or methods is as follows:

1. Usually the first thing one considers in program design is what
students should achieve as a result of particular learning ex-
periences--the 'what' of a program--or its "Intended Results of
Instruction' stated in terms of goals or objectives.

2. These specific outcomes then must be looked at in terms of "how"
they will bc put across to the student. Though other things must
be considered when designing programs, such as teacher and student
functions, and available staff and equipment resources, the design
category that gives the most guidance for outlining a program is
the "teaching/leaming method" by which the 'what" of programs can
be commmicated to students.

3. When teaching/learning methods are selected, then other critical
program design categories can be addressed. For example, evalu-
ation methods can be selected based on earlier selection of the
'"what''--goals and objectives--and the "how," or the methods used
to effect them. Although dimensions such as content scope and
organization are important to determine early in the program
design, they are generally impl'ed in sets of learning objectives,
by the teaching/learning method, or prescribed by some mix of the
two. The guidance provided designers by an early selection of a
teaching/learning method aids in the further choice of important,
yet less critical, options in program design.

If objectives for your program or project have not been developed, the
planning group will want to take time to do so. If the somewhat brief
overview of the process is insufficient to assist you in selecting a set of
appropriate objectives, either of the two training units referred to on page 22
will be useful.

In summary, the process of selecting and/or agreeing on a set of objec-
tives includes the following:

1. Seleot or write curricular objeotives for your program or
project,

2. Screen each objective to determine whether it:
a. 1i8 relevant;
b. 1i8 feasible;

¢. providee sufficient guidance.

4
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Sereen the set of objectivea in termg of their stated
behaviors and their sognitive and/or affective clas-
sification. Is there about the right amount of cog-
nitive level representative?

Sereen the set in terms of feasibility. -Are there
too many objectives or not enough? Do they adequately
reflect all goals?

AD
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TASK D
DESIGN OR SELECT A PROGRAM OR PROJECT®

Once the objectives for an instructional program have been selected
and consensus achieved, designing a program becomes an essential next

step. A design informs others how the school is to accomplish the ob-

Jjectives,

This sectiun presents the basic categories about which decisions

are made concerning the program design. The categories are primarily

selected for use with instructional program design; for projects that may be

only peripherally related to instruction,

school planners should revise or

improvise more appropriate Categories. The categories and representative

characteristics are:

1. INTENDED RESULT OF INSTRUCTION

Replicative Skills

Tﬁgﬁniques for knowledge accumulation,
or specific cognitive skills such as
adding and spelling. Replicative
skills rely on memory.

Psychomotor Skills

Motor, or movemcnt, skills acquired
through repetition. The distin-

guishing feature of psychomotor skills is
the development of muscle movement which,
once learned, does not involve thinking
tnrough the operation to be performed.
Examples of psychomotor skills are
typing and shoelace tying.

Problem Solving Skills

Osually these techniques entail a
systematic investigation which follows
definite steps that reveal solutions.

Inventive Skills
Capability for
and creating.

signing, developing.

Affective Skills

Attective skills include student
development and sensitivity to
feelings and emotions. Attitude
and appreciation are usually
included in the affective domain.

No Pre-Determined Result

Students and/or the teacher determine
the intended results as work progress
No learning objectives are speci fied
the outset, even though the curricul:
might be structured.

*Adapted from Designing Instructional Programs training unit. Available from
Far West Laboratory for Educational Research and Development, 1855 Folsom St.,

San Francisco, CA 94103.
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2. CONTENT SCOPE

Single Subject

Curricula which limit the subject
matter to a single area or discipline,
such as mathematics.

3. CONTENT ORGANIZATION

[nductive

A course of study which leads the
student from the simple to complex,
progressing from specific facts to
gencral principles. 'The act, process,
result, or an instance of reasoning
from a part to a whole, from parti-
culars to generals, or from the
individual to the umniversal."
(Webster's Seventh New Collegiate
Dictionary, Springfield, Mass.:

G. & C. Merriam, 1969).

Ceductive

A course of study which presents
general principles, laws, and rules
before proceeding to specific appli-
cations or facts. The course moves
from the general or abstract to the
specific or concrete.

4. TEACHER FUNCTION

Information Purveyor

The teacher 1s the primary source of
information in class, and the major-
ity of his or her time is spent
conveying this information to students.

Diagnostician/Prescriber

The diagnostician/prescriber attempts
to pinpoint each student's learning
Jifficulty, usually through empirical
observation and testing. After diag-
nosis, the teacher prescribes the
appropriate learning ''remedy" to
alleviate the student's problem.
(lLearning needs are assumed to be
"deficioncies in knowledge and skills.')

Interdisciplinary

Curricula, such as the humanities,
which draw from different disci-
plines or subject areas.

Thematic

A course which is organized around

a general topic or topics. The focus
is on wnified concepts or phenomena
rather than skill attainment. (For
example, a course on 'Transportation.")

Chronological
Usually this type of curricular

organization proceeds from past to
present, and sometimes includes
predictions for the future. However,
a course may begin with present
events and gradually work backwards.

No Pre-Determined Organization
The content sequence is not present,
but continually evolves.

Resource Person

The function of the resource person

is to be helpful, supportive, avail-
able and knowledgeable rather than
directive or judgmental. The teacher
is available to assist the student
and to provide just one of many ref-
erence sources he might consult. The
teacher is assumed to have a fundamen-
tal grasp of the subject(s) undertaken
by the student for investigation and
study.

Fellow icarner

In some cuses the teacher may assume
the role of fellow learner in a group
of students. The study group deter-
mines the aims, direction and learning
activities. The teacher is assumed to
have no more knowledge than the members
of the group, and at times might be a
peer who is chosen to be in charge of
the class.

L8
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4. TEAQIER FUNCTION (continued)

Contractor

Traditionally teachers "assign' work
to students, but in contracting, the
student and tcacher 'ncgotiate.”" 1In
a true contract, both parties have the
right to accept or reject the terms
in the contract. Once the agreement
is finalized, both parties are bound
by a written or oral agreement. In
his contract the student usually
agreces to complete a certain job,
often within a specified time, with
conditions for quality, etc. Some
teachers choose to '"ease into'' true
contracting by giving the student a
choice among alternative assignments.

5. STUDENT FUNCTION

Listener/Follower

The student follows specific teacher
directions as to which learning
activities he should engage in and
which methods he should follow.

Mutual Planner/Pe: former

The student assumes equal responsi-
bility with the teacher in planning
and revising his course of study and
th? learning activities he will under-
tate. In coursework the teacher
guides and assists the learner, but
students have the option to alter the
directicn and method of their study,

Primary Planner/Performer

The student determires his own course
of study and learning activities,
relying on the teacher for occasional
assistance and guidance. The student
uses the teacher as merely one aid in
the learning process.

No Teachi.lg Function

In some cases a teacher performs
only monitoring or administrative
duties; in others, there may be no
teacher present.

Fellow Learner

Several students work as a group on
a given project. They determine
their own direction and methods
without guidance from the teacher.
If *he teacher is a member of the
group, he is assumed to have no
more knowledge than the other
students.

Self-Instructor

The student acts alone in planning
his cusurse of study and learning
activities.




6 . TEACHING/LEARNING METHOD

Lecture/Demonstration

In the lecture method of teaching,

the teacher delivers an oral synth:sis
of 2 given topic. Students are ex-
pected to understand and remember the
most important points of each lecture.
A dcemonstration may he as simple as an
oral presentation with concrete objects
as examples, or as complex as an entire
exhibit of completed projects accom-
panied by an oral explanation.

Memorization

Memorization itself is a process which
requires the student to be able to
recall certain facts, vocabulary. rules,
or other bits of information on demand.
Although the technique of memorization
requires no understanding of the mater-
ial to be learned, students are normally
expected to understand what they commit
to memory.

Programmed Instruction
Programmed learning is a method in which

specifically prepared reports on given
topics to a small group, providing the
basis for subsequent discussion.

Research/Synthesis

Research implies seeking information

to find out what is already known on

a given topic, testing new ideas within
a specified framework, or exploring new
areas with no boundaries marked. In
preparing research reports, students
are obliged to synthesize (summari:ze
and condcnsie) information they have
gathered, thus helping them acquire
interpretive skills.

Discovery/Inquiry

This method 1s composed of two differ-
ent techniques, but the temms are
sometimes used interchangeably since
there is a great similarity between
them, and their distinction is clear
only in the natural and social sciences.
The disco'ery process is not the actual
discovery of new knowledge. Rather,

it is a means for allowing students to
experience the excitement of discovery
themselves. Students might "discover"
well-known facts or principles, but
they arrive at their realization after
a series of leaming steps geared to
lead them to the discovery without
revealing the eventual conclusion.

The inquiry process also requires the
teacher to guide students through
certain steps. However, the eventual
goal is not to have students 'discover"
anything, but simply to develop their
abilities to ask better questions. It
is assumed that students who have
gained the ability to ask appropriate
questions will be able to use that
ability to solve their own problems

in the future, and to gain knowledge
they might wish to acquire.

the material to be learned is broken down
into a series of small steps, each one of
which presents a single problem for solu-
tion. (Example: discrimination between
"pot' and '"pat" in a reading sequence.)

A program must be sequenced; it must be
cumulative, and the steps small enough so
that 85% of the students in the class
succeed at each step; each student must
receive immediate feedback as to his or
her success at each step. The programmed
method is usad by individual students
(rather than by groups) and requires
little input from the teacher.

Laboratory/Practical Experience
Students learn through direct contact
with materials and problems, either
within a laboratory or in a real-life
situation.

Discuscion/Sceminar

In a discussion, students and teachers
cxchange ideas on a given topic. In
most cascs the teacher makes some ef-
fort to give direction to the discussion.
In a seminar, advanced students present
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7. STUDENT GROUPING:

Single Grade

Classes are composed of students at
only one grade level, most of whor
are also the same age.

BY GRADE

Multi-Grade/Non - Graded

n nuiti-grade grouping, a student
"belongs" to a certain grade because
of his ‘age, but participates in
learning activities with students
from other grades. 1In non-graded
grouping, classes are composed of
students of different ages, with no
grade level distinctions made.

8. STUDENT GROUPING: BY STUDENT CHARACTERISTICS

By Previous Courses Taken

Frequently there are no requirements
for admission to a course other than
completion of certain prerequisite
courses.

By Achievement (beginning skills,
advanced skills, etc.)
Students are grouped according to
demonstrated skiil level yather than
assumed ability. Grouping on this
basis requires frequent individual
assessment to astermine appropriate
group assignments.

e
Grouping by age is usually the same as
grouping by grade. However, in some
instances age is the sole criterion
for grouping. Admission to certain
driver education courses, for example,
depends on the student's age rather
than his grade level.

gz Ability(slow learners, gifted, etc.)
tudents are prouped with others of the
same ability. Proponents claim that
high ability students working together
can accomplish more if not held back
by slower students, and that slow stu-
dents often tend to be discouraged when
competing with rapid learners.

Heterogeneous Grouping (mixed)

Classes are composed of students with
different ages, interests, and learning
needs and abilities. Heterogeneous
grouping results in classes which are

cross sections of the school population.

Proponents of heterogeneous grouping

A7

point out that it allows the more ad-
vanced student to provide incentive
and support for the slower learners.

Ez Sex

In this method of grouping the as-
sumption is that students feel more
comfortable and are less distracted
in groups or classes with their own
sex. Traditionally some classes have
been grouped by sex (physical education,
for example) to allow for strength
differences. Other classes lLave been
grouped by sex to allow for intensive
discussion of personal student
problems.

Interest

roups within classes, occasionally
entire schools, are organized around
different student interests. Sometimes
these groups are called "unique talent'
groups to indicate a special student
interest, combined with extra ability,
in a given field. The assumption is
that the special field can be thor-
oughly explored and interest groups
can capitalize on students enthusiasm
which may facilitate learning in other
areas.



9. STUDENT GROUPING: BY SIZE
The size of student groups varies
widely. The following group sizes
have been arbitrarily specified:

Individual students

Small Group, 2-10 students

Medium Group, 11-30 students

large Group, 31-50 students

Mass Group, 51 or more

Various Sizes at One Time

10. TEACHER SPECIALIZATION

Subject-Matter Specialists
Teachers who have extensive or
intensive knowledge in a given
subject area.

11. CLASSROOM STAFF

Independent Teacher/Planner

A teacher who bears the entire re-
sponsibility for planning and teaching
one or more classes.

Team Teacher/Planner

A group of teachers who share planning
and teaching functions. Team may be
compused of either generalists or
specialists.

Teacher and Aides/Paraprofessionals
on-certiricated personnel assic® the
teacher in performing either adminis-
trative tasks or actual teaching func-
tions. The assumption is that use of
other personnel for administrative
tasks allows the teacher to concen-
trate on '"'teaching functions.'" When
the aides are used to assist in teaching,
the assumption is that more students
can get individual attention., Aides
may be paid or volunteer.
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Generalists

Teachers who have general knowledge
in more than one subject area, and
who do not claim a specialty.

Series of Teachers

A group of teachers not employed by
the schcol, but who are brought in
as ''guest speakers" in a particular
sequence to augment or supplement
regular teaching.

No '‘Teacher"

In some instances there may be no
teacher. If present, the teacher
performs only monitoring and admin-
istrative tasks, rather than dealing
with the subject matter or assisting
student learning.
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12, MATERIALS

Standard Texts and Workbooks

Standard textbooks are ascumed to
contain the bhulk of the information
students are expected to learn in a
given course or wnit of study. When
dispensing information is the aim of
a course, the use of textbooks can
provide the necessary base information
for students planning advanced course-
work in the same or related fields. Work-
books provide supplementary exercises
for students. The exercises, which
are normally related to the textbook
material, are usually written. In
some curricula, however, a workbook
but no standard text may be required.

Selected Reading

Readings incIude published, or some-
times unpublished, materials which may
be assigned in place of a standard
text. In some courses a reading list
is provided for optional reading.

Programmed Materials

Programmed materials are designed for
use only with '"Programmed Methods of
Instruction.'" They may be prepared
for a variety of media, including
printed workbooks, computers, etc.

Educational Games

Educational games are activities which
may include such elements as role-
playing, competition, chance, or
structured responses. Usually, the
game format is used to increase the
motivation of students as well as

to teach reqiired information in a
rclatively 'painless'' manner. In
educational games, decision-making
is usually the primary focus and the
clement of change is minimized.

A-V Materials

Audio-Visual materials include
photographs, films, filmstrips,
transparencies, records, audio-

tapes and cassettes, videotapes,

and other non-print "software,"

but exclude the equipment on which
the materials are projected or played.

Specialized Materials (e.g., art,
science, industrial materials)
All supplies and materials other
than books, audio-visual materials,
paper and other stationery supplies
fall into this category. Supplies
for science, art, industrial courses,
shop, and home economics are in-
cluded. The term does not encompass
equipment and hardware.

Teacher/Student Prepared Materials
UnpubIished teaching materials pre-
pared by teachers and/or students
for use in the course of study.

No Materials
Sel:i-explanatory.




13. EQUIPMENT

Small Hardware (e.g., projectors,

tane recorvders)
Playback equipment which is small
enough to be portable. Such equipment
is often necessary to view, or otherwise
monitor, A-V materials.

Large Hardware (e.g., language labs,
teaching machines, etc.)
Playback or production equipment
which requires permanent installation
and occasionally some structural
modification to buildings. Usually
such equipment requires a larze
initital expenditure of fun...

14. PHYSICAL SETTING

Single Classroom (fixed furniture)
Traditional classroom with furniture
(usually desks and seats)boited to
the floor.

Single Classroom (movable furniture)
classroom equipped with furniture
which can be rearranged according to

the needs of the moment.

Open-Space Classroom (movable
furniture/walls)
A room, the size and arrangement of
which can be changed according to the
needs of the moment. Walls are usu-
ally movable partitions (e.g., folding
doors). Furniture is usually light-
weight,
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Speciaiized Equipment (e.g., art,
science)
The term "specialized" refers to
hardware which is intended for one
particular ccurse, or subject matter
area, and which is not applicable for
other courses or areas. Forges,
lathes, kilns, stoves, sewing inachines,
etc., would fall into this category.

No-Extra Equipment
Seif-explanatory.

Libra
School, public, or private library.

Study Carrels

Individual desks which have a front
and/or side partition and a shelf for
books. Carrels are designed to pro-
vide privacy and prevent distraction.

Other In-School Locations

(lab, shop, gym)
A general term used to encompass in-
structional settings which are not
traditional classrooms, libraries,
or study carrels. In these settings,
students normally work with concrete
materials.

Industry/Outside School Area

This category encompasses all in-
structional settings which are not
part of the school grounds and
buildings.
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15.  STUDENT EVALUATION: MLTHOD

Written lixam
Seltf-explanatory

Oral [xam
SeIf—cpranatory

Practical Exam

A student is evaluated on how well he
or she performs with equipment or
materials. For example, in a science
cxperiment, a test of physical endur-
ance or proficiency, a musical score,
an operation with a piece of industrial
equipment, ctc., his or her performance
is measured in relation to what he or
siic has studied, practiced, or created.

Class Attendance (no exam)
SeIf-explanatory

Teacher Perception of Progress
(no exam)
Self-explanatory

Student Perception of Progress

(no exam)
Self -explanatory

Teacher/Student Perception of
Progress (no exam)
Self-explanatory

No Evaluation
-explanatory

16. STUDENT EVALUATION: TYPE OF COMPARISON

Standardized Norm

Student$’ scores are compared with
other students' achievement from many
geographic arcas on the same test.

The standardized norm, which is used

as the basis for comparison, is derived
from results of testing a great many
students of different abilities in a
given subject.

Class Norm

Student test scores and other measures
of achievement or performance (such as
amount of class participation) are
compared with those of members of the
same class. A norm is determined for
the class so that each student's score
can be evaluated in relation to that
norm.

Small Group Norm

Student test scores, and other measures
of achievement and performance, are
compared with those of members of his
or her own small study group for which
a norm is determined.

ol

Pre-determined Achievement Level
(behavioral objectives)
A studert's achievement is measured
against specific objectives estab-
lished for a given course cr wunit of
work. (A behavioral objective states
specifically what is to be learned,
how mastery is to be observed and
measured, and the standard of achieve-
ment to be reached.) Evaluation in-
volves comparing student performance
to these pre-determined standards.

Student's Previous Performance

KX student™s level of achievement is
assessed at the beginning of the
course. His subsequent progress is
measured and evaluated against that
level.

No Comparison Made
No evaluation




17. STUDENI EVALUATION: TEST DEVELOPER
Standardized Tests

Standardized tests are developed by
tcsting a large sample of students

and establishing a distribution of

their scores. All testing is con-
ducted under ccntrolled conditions.
Norms are then constructed to permit
comparisons of other student scores

with performance of the larger sample.

Curricnlum Developer/Publisher

Many curricular materials are accom-
panied by tests especially prepared
by tiie authcrs or an editorial staff.
In some cases, the publisher indicates
the achievement levels that students
are expected to attain on the various
tests.
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Teacher

Tests prepared by one or more teachers
and usually administcred by a class-
room teacher. Teacher-made tests
usually take into consideration the
characteristics of the classes and
students for which they are prepared.

Student

Tests prepared by an individual stu-
dent, a class, or a larger group. It
is assumed that the students are able
to set appropriate evaluative criteria
for .heir own achievement.

Teacher/Student

The teacher and student work together
to design a test and set evaluative
criteria.

No Tests
SEII-explanatory

The task of your planning group is to design the intended program or project

by sclecting what, in its view, is the most appropriate characteristic(s) from

cuch of the categories.

The selections will be based on a number of variables,

including the program objectives, your group's assurmtions about learners and

the learning process, and its immediate knowledge of what is possible in its

school or district.

effect on later category considerations.

Remerber that your group's initial selections will have an

When you have completed this task, the initial problem definition and the

program objectives will have been translated into a program design that is com-

mumicable to others.

An example of a comprehensive program design which also includes values,

assumptions, goals, and objectives is presented in Appendix A,

r
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TASK E
DEVELOP IMPLEMENTATION PLAN

Task E is the heart of this unit. It presents the various tasks which
a planning group should consider as they prepare to implement a new program
or project. Your group will be making decisions regarding the organization
and use of the program design and school resources. While each of you has
probably thought about many of the issues of implementation planniig during
program design, the issues will now have to be considered in detail in order
that (1) the program has a good chance of success and (2) potential prcblems
caa be anticipated and taken into account.

As the group proceeds through the subtasks associated with implementation
planning, the issues considercd, decisions made, and specific pians agreed
upon should be recorded so that a document will result that contains not only
previous work (i.e. ,'a problem definition, statement of objectives, a program
design) but also provides a "blueprint' for action. Task E consists of twelve

planning subtasks which the group should consider.




SUBTASK 1
WRITE IMPLEMENTATION PLANNING MISSION STATEMENT
The primary purpose of writing the migsion statement ig to
-achieve a coimnm understanding between implementaticn plan-
ners of the job confronting them. When you have completed

this subtask such a etatement should have been produced.

DEFINITION
The mission statement is a relatively brief description of the job to
be accomplished by implementation plarners. It should specify:
1. The name of the instructional program or projects for
which implementation planning is to be conducted and
where in the organizational structure of the district
or school the program will fit.
2. The date for actual program initiation.

3. The location, grade levels, classes, number of students,
etc. for the program that is to be implemented.

4. Any major restrictions or requircments that might impinge
on program implementation, such as district guidelines,
the instructional program design itself, existing resources,
or funding limitations.
PROCEDURES
The mission statement is derived rfrom the program to be implemented.
Generally the first step taken is to review the program design for specific
details that will aid in writing the mission statement. It is possible
to develop a program design simultaneously while dealing with implemen-
tation planning issues, and certainly a well-clesigned instructional program
may have already considered several implementation issues. However, it is
strongly recommended that the nature of the desired program to be implemen-

ted be thought through and described prior to detailed planning for its

implementation.

9% |
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Assuming that the program design is available and has been reviewed,
the implementation planning group is ready to write the mission statement
by describing briefly what it is they wish to accomplish. For example:

"to prepare an implementation plan for tée installation

of the selected career education program for the 1975-76

school year. The program will be introduced on a ptlot

bagis for approximately 120 tenth-, elepenth-, and twelfth-
yrade students at Futures High School. The program will be

a total alternative for tie selected students and will operate
in accordance with guidelines relative to district-policy
(e.g., teacher-student ratio, per-pupil expenditure, evaluation
requirements, etec.). Students selected will be from a pool

of volunteers. The program will be administered by the Futures
High Sechool principal.”

Note that the actual scope of the program to be implemented requires
careful consideration. For example, the number of students that can be
adequately handled during the first year of a program, the amount and
kind of leaming resources available, etc., will help determine the scope
of the program. For complex programs, school staffs need to consider
whether they wish to implement the entire program with a few students at
first and gradually increase the number, or implement only a few components
of the program for a larger number ~f students and gradually move toward the
total program.

In summary, the mission statement serves as an objective for implementation

planners and an introduction to the implementation plan they wili uevelop.

»
o
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NOTE:

Completion of the next eleven tasks is considered minimal
for implementation of most instructional programs. They will
vary widely in importance depending on the size and complexity
of the program under consideration. They are closely inter-
related and in the planning of small programs may be considered
simultaneously. A careful analysis of program requirements
acce *ding to subtasks 2 through 12 should produce a list of
activities which should be performed if the implementation of
the program is to be successful.

It may be helpful, though not essential, to consider the
costs associated with each implementation task as it is gen-
erated. Determining implementation costs will be dealt with
further in subtask 9.

A difficulty in generating tasks which lead to the
achievement of a mission statement lics in distinguishing tasks
from subtasks. Sut tasks must be accomplished before a task
can be finished. What may be a necessary task in one imple-
mentation plan may be a subtask in another.

Although there appears to be no simple and immediate way
to determine the difference between tasks and -ubtasks for a
given implementation plan, the following considerations may be
helpful :

1. What basically must be done before each part of
the program irplementation plan can be completed?

2. Can any of the initially generated tasks be logi-
cally subsumed inder another task?
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3. Can the goals and/or objectives of the educational
program be reached only by the listed tasks?

Try to avoid getting bogged down in writing all the
necessary subtasks for each task as it is generated before
all the major tasks have been spelled out. It may be help-
ful first to write what initially appears to be a task and
list any immediate ideas about relevant subtasks beneath it.
After all the tasks initially agreed upon have heen listed,
tiie reconsideration of task§ and generation of additional

subtasks can proceed.
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SUBTASK 2
DETERMINE PERSONNEL REQUIREMENTS,
INCLUDING PRESERVICE AND INSERVICE TRAINING NEEDS
Thiz task involves determining the various ekills re-
quired to implement the prugram, assessing the available
staff's capability to provide the required skills, and
tdentifying additional staffing needs, us well as staff

training programs necessary to meet these requirement:

TASK ANALYSIS

Staffing requirements may be determined through a careful analysis of the
program design. This analysis should focus on the following questions with
regard to each task:

1. Wwhat has to be donc?

2. What professional, technical, and human relation skills are
required?

3. How much time will it take?

4. What types of supporting personnel (administrative, clerical,
constltant) are required?

After each task has been analyzed in this manner, a master list of
personnel required for the program can be compiled. This analysis will
also provide sufficient information on the qualifications required for each
position so that preliminary job descriptions and budget estimates can be made.
Final job descriptions and budget figures will be determined in subtasks 5 and 9,
respectively.

For example, you may determine from your analysis of the program design
that skills required include counseling, teaching, writing, and commmity
relations. Whatever the identified skills, you can then estimate the

number of persons who will be needed. Further, if the planning group leader,

o3
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for whatever reasons, will be unable to serve as program or project director,
this position needs to be considered as well,

In some programs, staff development personnel will be hired as consilitants
rather than permanent staff members. Consultant time will decrease as the
program progresses.

Hiring an evaluation consultant should be considered at this point. The
worth of the program can be neither proved nor improved unless effective evalu-
ation is an integral part of it. However, in large projects esrecially, even
before outside consultant services are considered, one persen in the planning
group should be responsible for evaluation. This person can begin to anticipate
the form that program evaluation must take and can assist the director by
performing a monitoring function during all phases of the program. Outside
consultation on evaluation, if required, should be contracted as early in
the process as the budget permits. The earlier in the process this expertise
is available, the more effective and useful the evaluation will become to the
total program.

If th~ analysis of personnel requirements has been done with care, the
personnel  juirements list will rarely yield full-time equivalents (FTE) in
terms of integral numbers. For example, the program may require 1.0 FTE 1i-
brarian, 0.2 FTE accountant, 2.6 FTE secretaries, 6.5 FTE reading aides, etc.
Since personnel expenses are generally far greater than all other program
expenses combined, no more personnel than are actually required should be
hired. High quality part-time services may be obtained either through special
contracts or from the growing number of qualified persons who desire part-time,
rather th.n full-time, employment. It may also be possible to share personnel

with other programs operating in the school system.

%
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PRESERVICE AND INSERVICE TRAINING NEEDS

This unit assumes that the director \dll manage the program in a parti-
cipative rather than an autocratic mamer. The direcior becomes, in effect,
the chief inservice trainer. From the begiming to the end of the program,
the director should strive to teach by example the principles of participative
management, mutual respect, trust and honesty, effective problem solving
and decision making, and effective interpersomal and intergroup relations.

The entire program may be considered an inservice training experience whereby
staff members grow personally and professionally, and at the same time contri-
bute more effectively to the success of the program.

In addition, there are other preservice and inservice requirements which
must be specified in the implementation plan. To determine these requirements:

1. examine the qualifications desired in each proposed staff

I;nfi;::wh;n ::gs of knowledge, skills, and interpersonal
2. compare these desired qualifications with the qualifications
:nfd persons who are actually availsble to fill the positions;
3. identify in which areas discrepancies exist.

Any discrepancies discovered tentatively determine the types of preservice .
and inservice training programs to be included in the implementation plan.
For example, consider the program design in Appendix A. The teacher role
was described as responsible for guiding and assisting stucsnts in plamning,
achieving, and evaluating accomplishment; and to direct students to useful
resources for learning. Thus the teacher role was described as requiring

the skills of a resource person, a contractor, and diagnostician/prescriber.
A staff mesber who is to perform this role may require considersble training
and/or assistance (e.g. how to work with students on a one to one basis, and
how to work with students in developing learning contracts.). Training for

€0
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this role may require a number of workshops and/or consultant help.
Although it is recommended that the desired preservice and inservice
programs be developed at this time, additional staff training activities

may emerge during the completion of subtask 7, Plan Staff Orientation.

OUTCOME

Upon completion of thie subtask, your planning group should have a
list of staffing needs for the program or project in full-time equivalents
and a plan in detail of the kind and extent of preservice and inservice
training requirements. If, however, new staff are to be hired, determination

of training needs should be delayed until staff are recruited and hired.

Ci
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SUBTASK 3
DETERMINE MATERIAL, EQUIPMENT, AND OTHER PHYSICAL REQUIREMENTS

All materials, facilities, and equipment required to initiate
and operate the program should be specified during planning,

preferable by prospective program :taff members themeelves.

The implementation plan should include a completc list of all physical
requirements, including:

1. curriculum materials, tests, and items needed to develop
curriculum materials;

2. instructional facilities and necessary modifications of
existing facilities;

3. cquipment; and

4. transportation.

These program requirements may be derived from:

* an examination of the proposed sites where the program will operate
(for building and remodeling requirements);

* visits to sites of similar programs where much can be learned, by
observation and by questioning the on-site staff, about unanticipated
physical requirements.

Whenever possible, the program staft should be directly involved in de-
termining physical requirements. Not only will this produce a more accurate
budget, it will also allow staff members to know why certain compromises
or trade-offs have to be made. A staff that has helped to determine the en-
vironment in which it works will usually be positively affected by that en-
viromment even if it is not exactly what the staff wanted.

In some cases it will be necessary to proceed with determining physical

requirements before the staff is assembled. Obtaining many physical items,
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¢.g., remodeling, or complex equipment, requires cxtensive lead time and
it might be detrimental to the program to delay such decisions until the

whole staff is assembled.

OUTCOME

The implementation plan should contain a list of all material,
equipment, and physical requirements as well as the amount and where
posgible the type of 'matemial, equiprient, or physical modifications

proposed.

63
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SUBTASK 4
DETERMINE SYSTEM READINESS

Now that the basic requirements for program implementation
are known, implementation planners should reconsider the
8chool's ability to accommodate the new program, and to
identify potential implementation problems ard necessary

remedial actions.

NEGLECTED TASK

Assessment of a school's readiness for a new program is frequent'y over-
looked in implementation planning. In cases where the entire school has been
directly involved--or kept informed of what is going to happen--the system may
be well-prepared to accommodate the neéw program. However, when considerable
integration between the school's existing functions and the program is required
but does not exist, a variety of difficulties should be anticipated. The re-
sults of this assessment will be helpful in completing the remaining tasks of

an implementation plan.

ASSESSMENT VARIABLES
Fven though all facets of the existing system cannot be systematically
evaluated because of the time and cost, involved, a number of important areas
should be considered in terms of problems which may arise during program imple-
mentation:
1. System load. What is the student/tezcher ratio, administrator/
teacher ratio, present classroom usage, nunber >f exper .ental
projects presently in operation, number and kird of teachers

involved in innovative projects, teachers' extracurricular
assignments, etc.?




2. System Flexibility. Is experimentation welcome? Are classrooms
the private domain of teachers? Are departments within the
school closed shops? Are individual staff members aware of tritel
system functioning?

3. System Management. What style of system management is practiced?
at 1s the teacher/administrator relationship? How political
is the system? How protective is the system of its "own kind"?
What are the administrators' behavioral strengths and deficiencies

4. System Composition. What is the size and nature of the teacher
support staff: counselors, aides, teaching assistants, clerks,
volunteers? What is the socio-ecanomic, ethnic, and political
composition of the teacher support staff? What is the extent of
Commnity involvement and support?

5. System Awareness and Receptivity. How knowledgeable is the staff
Egout the proposed program? Does the staff consider it meaningful
and worthwhile? Is there a plan for each teacher directly and in-
directly involved to experience personal benefit from the program?
Are the students aware of and do they have realistic expectancies
of the program? Have parents been appropriately involved and in-
formed? Have all the schools in the district not involved in the
program been sufficiently informed?

The degree to which the system is analyzed and how the analysis is
acted upon will directly relate to the success of the program. Program
directors may consider an emphasis on commmnication and involvement superfluous,
but such an emphasis will help create a participative style of management
and decrease resistance to the proposed program. 'Excellent" programs can
be reduced to "good' programs or worse when commmication and involvement are

neglected in planning.

OUTCOME

Because of the analyeis of the school's readiness for the new program or
project, your group should have deveioped a statement that describes the
probable acceptance of the new program in terms of where potential implemen-
tation problems mi, Wt occur. For example, you might decide that the planned
teacher/student ratio for the new program may create friction among staff

members rot involved in thie projeet, or gemeral resistance from staff is to be
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expected because the "neuness" of the program, or there mcy be indaequate
management support for certain aspects of the program. Finally, as an
outcome of thic task, a clear statement of propcsed steps on remedial aetions

to ecope with potential problems in thie area should be developed.
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SUBTASK 5
PLAN STAFF SELECTION

Preparations for obtaining program ataff 1.chlude writing
Jjob deseriptions, deciding upon staff eelec:ion procecfuree,
ageigning responsibilitiee for recruitment, screening,
interviewing, and hiring, and preparing job information

for diasemination to prospective applicants.

JOB DESCRIPTIONS

Detailed job descriptions for each position required should be prepared,
if they are not already available. Some well-designed curriculum programs
available from publishers include job descriptions for required program
staff positions.

Each job description should briefly describe a number of job character-

istics:

1. Relationship to program. How does the particular position fir.
into the context of rt':ﬁe program. How does the position relate .
to other program staff members?

2. Length of contract. How long is the program expected to be in
operation? Has the life span of the program been definitely
established (e.g., one, two, or more years) with no possibility
on continuation beyond a given date? What are the prospects for

obtaining future employment within the system upon program
termination?

3. Wages. What is the salary range? What fringe benefits are
incIuded? -

4. Qualifications. What knowledge, skills, and experience are
desired? In what priority?

5. Duties. What are the duties and responsibilities of the job,
perhaps stated in temms of expected performance? What pre-
service or inservice training will be required? Will there be
special reporting requirements? What '"extracurricular activi-
ties" will be required?

[op
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The task analysis previously conducted to determine personnel requirements
(subtask 2) should provide some of the information necessary to prepare the

job descriptions.

SELECTION PROCEDURES

When detailed job descriptions have been completed, appropriate proce-
dures should be outlined for

* recruitment;

* screening; |

* interviewing; and

* selection or reassignment of staff members.

These procedures should be decided upon by the program director in cooperation
with the personnel department and/or expert personnel consultants and with
other staff members who will be involved in the selection of personnel.

Since the quality of the program staff is without doubt the most important
variable in the success of the program, the program direct.r should considex |
the advantages of employing a skilled personnel consultant either to assist in
the planning of the selection procedures or to be directly invelved in the
selection process. The more professional, honest, and humane the hiring
procedures are, the more favorable the attitude of staff members will be
toward the program. A program director who operates in a participative
management style will take care, during the preparation of job descriptions
and during the staff selection process, to ensure that all sta{f members hired
are also capable of operating in this way.

After responsibilities have been assigned to staff members and others re-
garding their part in the hiring process, the direcctor should see that

information on the jobs available is prepared for dissemination.

€3
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OUTCOME
L

2,

Job deseriptions as outlined above;

a clear statement of the screening procedures, including the
hiring timetable and gelection eriteria; and

a brief deseription of the program so that applicants may

better understand their potential role ae it relates to the

totul progranm.

As goon as possible after the entire staff has been hired and explicit,

detailed comtracts have been signed, the program director should plan to pro-

ceed with the staff orientation outlined in subtask 7.
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SUBTASK 6
PLAN PURCHASING SCHEDULE

A time gchedule for acquieition of all materials, facili-
ties, and equipment required to operate the program will
help to ensure that these resources will be available when

they are needed.

Programs often fail because resources are not available at the time re-
quired, e.g., test instruments are not available on the dates specified in
the evaluation plan. To prevent this, a time schedule can be drawn up
indicating what materials will be needed at what times during program imple-
mentation. Then, unce final program approval is received, the acquisition of
resources can proceed efficiently according to the time schedule.

To prepare the time schedule:

1. Review the list of required materials, facilities, and

equipment prepared in subtask 3, along with the program
design itself, to determine when various materials be
required.

2. Whenever possible, consult with program staff members re-
garding their preferences as to exact specifications of
resources to be acquired.

3. Consult with the purchasing agent(s) about the most ef-
ficient means of acquiring resources and the amount of
lead time required for timely delivery.

4. Assign responsibilities for carrying out the acquisition
schedule to appropriate staff members.

During the implementation, periodically review the time schedule

witi ,taff members to be sure that important items will be available on time.

Gt
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)T OME
A time gchedule should be developed which lists all needed acquigitions,

wytimared time for acquiring them, the steps to be taken in ensuring their

arrival, and persons responsible for purchaging.

4
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SUBTASK 7
PLAN STAFF ORIENTATION

This task involves determining the nature of staff
orientation, how it is to be accomplished, and who

18 to be inv-lved.

INITIAL PRESENTATIONS

An effective orientation of a new staff does not consist of a simple
one-hour meeting at which the director introduces himself, briefly explains
the program plan, and asks if there are any questions. Depending upon the
size of the program, one or more complete days might be set aside for an in-
depth orientation of the program team. Possible subjects to be covered by
the director and other key persons involved in the original progranlplanning
include:

* history of the program;

* who participated;

* pr ' :ms encountered:

* program objectives;

* program implementation plan;

* program budget;

* any other factors relating to the context in which the program

originated and in which it will be implemented; and
* derivation of job descriptions so that staff members can determine

how their performance contributes to the total program.

STAFF DEVELOP'{ENT
After these initial presentations, the staff, preferably as a group,
might analyze and negotiatc how each member can contribute to the achievement

vty
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of program objectives. The staff should begin to understand the necessity
of close cooperation and, under the leadership of the director, begin to
plan precisely how and when they can work together most effectively. The
first orientation session should thus be an occasion for all program team
members to:

1. assume a collective responsibility for the program and its
objectives;

2. experience the rewards and possible frustrations of close
collaboration;

3. 1learn and iespect the individual strengths of each colleague;
4. evaluate their group interactions; and

5. decide how often, when, and fof how long they should meet
for future staff development sessions.

The director may consider using a facilitator skilled in organization
development techniques in this and subsequent staff development sessions to
help stimulate the new staff through team-building exercises and provide
fecedback to group members about their productive and non-productive inter-
actions.

All members of the staff should have copies of all significant program
documents before these meetings. Trust-building is fostered by sharing the
reasons for decisions and the freedoms and constraints under which the staff
is expected to operate.

Organization development and participative management do not begin with
the first organization session. They should be underway with the beginning
of program development and continue until the program is terminated. A
program director who chooses to operate in a participative munagement style
should make this point explicit to all staff members. If this style of manage-
ment is not understood by the staff members, the director or some organization

development consultant might train the staff in the assumptions, concepts, and

D:l
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required skills of participative management. Training should stress that
participative management is not a laissez-faire, tender-hearted, permissive
style--it is a tough-minded, honest, open, highly accountable, collegial
process which has the potential of working toward thc accomplishmerc of

program goals in a productive, creative, and personally rewarding manner.

OUTCOME

The planning group should prepare a statement that outlines how new
program or project staff are to be oriented and imvolved in further plan-
ning and implementation. The statement should detail who i8 to be oriented,
the content of the orientations, who ie to be responsible for conducting the
orientations, how many sessions are likely to be needed, length of each,
time oF day, how staff ie to be prepared for orientation sessions (e.g.,

pre-orientation background reading materials.
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SUBTASK 8
PLAN OTHER ORIENTATIONS

To ensure appr-priate involvement of the participants
and the public in program imp lementation, the implemen-
tation plan should provide ansﬁers to these questions:

* Who should be informed?

* For what purpose?

* Of what?

* To what extent?

* At what time?

* By h"ﬂl ‘ - b

ORIENT PROGRAM PARTICIPANTS

Some type of formal orientation may be required for those who will be
directly involved in the program, such as

* students;

* their parents; and

* counselors.
Students should be oriented about what is expected of them while they are
pa:ticipating in the program. While the program is operating, they should
have opportunities to express their concemns so that the staff can take ap-
propriate action.

Those who may become indirectly' involved in the program, such as

* custodians;

* secretaries; and

* other teachers and counselors who might also work with program parti-

Cipants, need to be informed at least of what the program is and in what ways
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they might pecome involved in it.

PUBLIC RELATIONS PROGRAM

There should also be some effort to disseminate information to members
of the public who might be interested in the progran and its results. Indi-
viduals or groups who have demonstrated a particular interest in the program
may require special attention. When these individuials and groups are kept
informed and appropriately involved, they can contribute significantly to
the success of the program. If they feel left out, they can present ad-
ditional barriers to smooth implementation.

The aim of the information process is not to sell the program. Rather,

the aims are:

*

to promote understanding of the program;
* to generate realistic expectancies of program outcomes;
* to obtain well-informed support and involvement:

* to generate useful fe-~dback; and

*

to mitigate or even prevent ill-informed opposition to the program.
If the information program is considered a two-way commmication channel, it
can also serve an important evaluation function for the program. It is useful
to plan occasional interpersonal forums where the various public§ may be kept
informed of progress and may have the opportunity to express their concems.

If the district retains a public relations or commmity relations staff,
its expertise ought to be utilized by the program staff. Otherwise, assign
specific responsibilities for planning and implementing an informaticn dissemi-

nation and public relations program to some staff member(s).

'O
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OUTCOME

Completion of this subtask should result in q desoription of what

needs to be done in terms of informing non-program or project staff.

It should contain essentially the same detail as the outeome of subtask 7.




SUBTASK 9
DETERMINE COSTS

The implementation plan should include estimates of
the costs of all resources required for program operation
and should indicate when a more detailed budget will be

prepared, by whom, and in what format.

COST DATA

After program implementation tasks have been carefully analyzed to
identify required resources, preparing the budget for the program becomes
4 matter of assigning an estimated cost to each required resource. A
well-planned budget should include at least the following items:

1. Program costs. The cost of ali personnel, materials,
facilities, equipment, transportation, etc., called for
in the program design should be specified. These costs
figures mav have been specified in the program design
itself, but if not, the program director will have to
determine them at this point.

2. Implementation costs. This includes additional personnel
and other resources required to carry out the implementation
procedures (e.g., costs associated with staff recruitment and
selection, orientation programs, program evaluation, etc.).

3. Indirect costs. If a standard indirect cost rate has been
established for the whole system, indirect costs may also be
added to the total budget.

4. Income. The budget should clearly indicate, when possible,
the various sources of income and, if necessary, what expendi-
tures each income source will cover.
Local budget personnel can be of invaluable technical assistance in
(a) providing both direct and indirect cost data and (b) indicating the
budget format to be used. It is strongly recommended that planning groups
not familiar with budgeting procedures obtain assistance from local budget

personnel as early as possible in the planning process.

s
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BUDGET FORMAT

When a budget is prepared as the culmination of a systematic planning
effort, it contains a logic and persuasiveness tha; ordinary budget displays
do not possess. For example, with the use of the program flow chart (see
subtask 12), a budget can be planned to provide information on the cost of
the total program, on the cost of each task, and on the cost of a particular
month of opcration, in addition to the line-item totals. The degree of
detail required in the budget presentation should be determined by the
director either in terms of its commmication value or in terms of its
contribution to the evaluation program.

If program budget procedures are generally used in the system, the budget
may be converted to program budget format. From all data generated thus far,
the director should be able to estimate with supporting detail the cost of
achieving program objectives.

The well-planned budget, because it can display such a range of informa-
tion, provides valuable input for

* establishing priorities;

* considering alternatives; and

* cvaluating trade-offs.

With regard to trade-offs, for example, if it is suggested that a certain
item be cut from the budget (e.g., two days of inservice training), it should
be possible to estimate or state what effects this cutback would have on

the total program. It should also be possible to state what effect a less
expensive alternative would have on the program.

Even if a budget had been allocated before planning for program implemen-
tation began, it would still be essential to prepare a new budget on the

basis of the analysis of tasks, required resources, etc. This more systematic

=0
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preparation of a budget might indicate that the program is doomed to
failure because the previously determined budget is far too low; on
the other hand, systematic planning might reveal that the original budget

estimate was overly generous.

OUTCOME

At thia etage of budget development, it is likely that estimaled
coste can be generated only for each planned task. If this is the case,
this gection ought to inciude a specified date when a complete budget

will be completed and who i8 to be responaible for its oompletion.

&0
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SUBTASK 10
DETERMINE SEQUENCE OF TASKS

After all implementation tasks have bezen identified, they
should be arranged in sequential order to help implementa-
tion planners review the planning accomplished thua fcr
and gain a more integrated undersianding of the job ahead
of them.

Determining the sequence of tasks consists of three steps:
1. Determine which tasks are 'critical" in the sense that
until they are accomplished subsequent tasks cannot be
initiated.
2. Detemmine which tasks may be initiated simultaneously.
3. Display this information graphically.
An example of a critical task might be the Board of Trustees' approval of a
budget, without which the director would not be able to hire personnel or
to purchase required materials and equipment. Identifying critical tasks
should aid the director immeasurably in setting priorities for action. It
is recommended that task worksheet (see Appendix B) be used to examine the

sequence. Taping the task sheets to a wall psmmits the entire planning

group to contribute more effectively.

TASK FLOW CHARTS
For small programs the sequence of tasks may be effectively displayed
in a Task Flow Chart of Task Flow Block Diagram.* A Task Flow Chart is a

method of graphically outlining the entire implementation plan in boxes, each

*Task Flow Chart" and ‘Task Flow Block Diagram'" are usually referred to as
"Functional Flow Chart'' and '"Functional Flow Block Diagram' in systems
analysis literature.

&l
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of which contains one task, and numbering each box according to its position

in the established sequence. For example:

e [Task One

1.00

Task Two
2.00

Task Three

3.00

Etc 1._‘

Etc.

Recycle

This Task Flow Chart does not include examples of (a) subtasks or (b) tasks

that occur at the same time. An example of subtask charting is:

Recycle
Task One Task Two Task Three
1.00 [ "1 2.0 [ "3.00 =
) ? *
Sub-Task One Sub-Task One Sub-Task One
1.10 2.10 3.10
ub-Task Two Sub-Task Two Sub-Task Two
1.20 2.20 3,20
Sub-Task Three
3.30

Task Four
4.00

l Sub-Sub Task One

3.31

An example of charting tasks that occur at the same time without the associ-

ated subtasks is:

Task Three | Task Five |
3.00 5.00
Task One Task Two Task Seven Task Eight
1.0 [™ 2.0 H > 1700 ™L_s8.00 |
_{ Task Four | | |_|Task Six | |
4.0 6.0
Recycle
o "8
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For large and complicated programs, the director may wish to use the

more complicated but exacting Program Evaluation and Review Technique (PERT).

OUTCOME

A diagram showing task and subtask sequence and task relationships for

the program to be implamented.
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SUBTASK 11
ESTABLISH TIMELINE

A program timeline indicating when each implementation
task i8 to be performed will enable implementation planners
to keep abreast of time requiremente and will provide a
basia for monitoring the program's prcgrees during the

implementation and esaluation phase.

The establishment of a program timeline consists of four steps:

1. Assign a date by which each task and subtask should be
initiated.

2. Estimate the amount of time required to accomplish each
task and subtask.

3. Assign the date by which each task and subtask should be
completed.

4. Display this information graphically.
Task Flow Charts or other displays showing the planned sequence of implementa-
tion tasks will be useful for assigning initiation and completion dates and

taking into account he relationship of the tasks to cne another.

BAR CHARTS

For small projects, a bar chart is en effective way of displaying the
timeline. A bar chart is a vertical listing of tasks and subtasks, each fol-
lowed by a horizontal bar indicating beginning and ending dates. Persons re-
sponsible for given tasks and other notational information may also be
indicated on the chart. Bar charts also provide planners with a "visual
picture" of the activities to be accomplished at any given time. Following

is an example of a bar chart based on the third Task Flow Chart on page 73.

8%
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TASKS

JAH

FC8

MAR

APR

1.00
2,00
3,00
4.00
5.00
6.00

7.00
8.00

1

L

T

The bar chart should be accompanied by the Task Flow Chart, since the
bar chart alone does not display the interrelationships among tasks. For
very large and complicated programs, the PERT procedure is recommended,

since it can clearly and precisely specify both timelines and interrelationships.

OUTCOME
A bar chart showing the estimated beginning and ending dates for each

task and subtask.

ZH
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SUBTASK 12
AKRANGE INDEPENDENT REVIEW

Some cype of eritique or evaliation of the implementaiion
plan ie highly desirable before the plan ie eubmivted to
the appropriate decision-making bodies for final peview

and approval.

1. Small-scale programs. Evaluation of implementation plans for small

programs may be accomplished by submittin, he plan to a selected group for an
independent review. The reviewers selected should have experience rele-

vant to the tasks to be performed. This group, working independently, would
be asked to review and comment on the whole plan. They might also be asked
to consider in detail certain portions of the implementation plan. Following
the receipt of these comments, the original planners would re-examine their -

work in view of the additional inputs and produce a revised plan.

2. Large-scale programs, Implementation plans for complex programs may
require evaluation thfough some type -of simulation process. In district-wide
programs where administrative responsibility for the prograr is shared by
many (e.g., all the school principals in the district), such complex issues
as accountability, feedback, and coordination usually require intensive
review. In a simulation, various people would be asked to assume roles specified
in the plan in light of their professional experience .nd expertise. They
would be asked to note questions, observations, and concerns for a later oral
critique. It is important that the criticisms »f simulation participants
be as objective, analytical, and descriptive as possible and that planneré

recognize these criticisms as constructive.

80
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OUTCOME

A atatement zoncerning haw, when, and by whom, an independent review

of the plan will be made.

™
~X




NOTE:

The following tasks are not part of the actual program
planning phase as illustrated in this umit. Although the
first of these, Developing an Evaluation Plan, is ordinarily
seen as 21 integral part of program planning, the amount of
preparation and work that can be accomplished by the planning
group is limited. However, brief descriptions of the tasks
are provided in order that the planning group be familiar with
the requirements of evaluation planning as well as those tasks

that occur after the plan is put into operation.

&3

79



80

TASK F
CONSIDER EVALUATION PLAN

As was stated earlier, the development of an evaluation plan should
begin early during program planning because it frequently has an effect
on program design itself. If the expertise for developing an evaluation
plan does not exist in the school or district, it is advisable to obtain
the services of an external consultant. The role of program management
consists of working with the consultant to help ensure that the evaluation
Plan is designed to collect timely and relevant infomation with regard to
program succcss and/or needed modifications.

Program or project management should be concerned with such issies

1. Identifying the necessary and feasible decisions t¢ - made
about program modification, and specifying who makes these
decisions;

2. Identifying alternative courses of action for decisions in the
instructional management area;

+ 3. Determining what information is relevant to modification decisions;

4. Taking responsibility for or contributing to a plan for collecting,
orranizing, and analyzing program modification information; and

5. Using information about program effectiveness to modify
instructional programs.

A training unit titled Evaluation for Program Involvement treats the

above topics and is available from the Far West Laboratory for Educational

Research and Development, 1855 Folsom Street, San Francisco, CA 94103.

OUTCOME

A decision concerning the procedures to be followed in obtaining an

evaluation plan and who will be respongille for comp liance.

&9
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TASK G
SECURE APPROVAL OF PLAN AND BUDGET

The first task to be accomplished upon implementation
will be to forward the program implementation plan with
the accompanying budget to the appropriate decision-

making bodies for final review and aporoval.

The judgment made at this point will be a ""go'" or "no go" decision.
Chances are that a ''go" decision will mean approval of a plan and budget
which differ, at least tc some exteat, from the original program plan and
the original budget estimate. For this reason, the decision makers should
have the opportunity to review the implementation plan before it begins.

If the budget submitted is significantly higher than the original estimate,
the planners should be prepared to negotiate with the Jdecision makers and
to suggest alternatives, trade-offs, and compromises when appropriate.

The final plan will serve as a detailed cantract between the program
administrator and the decision makers--a contract which in effect says,
'"With your approvcl, we will accomplish these objectives, for this amount of
money, by these means, with these resources, and according to this time

| schedule. '

nGgo"
The decision-making bodies may approve the program plan and budget
as presented or they may insist on some modifications. After such
modifications have been made, the revised plan will probably have to be
returned to the decision makers to make sure that it accurately refl: s
their decisions. Once the implementation plan is approved, this decision

aad information about the approved program will have to be disseminated to

20
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all those who will be directly or indirectly involved.

'"NO GO"

If for various reasons the plan is not approvéd, a variety of tasks
will need to be completed. Programs should be terminated rather than al-
lowed to fade away. All persons proviously involved in the program plan-
ning should be notified of the program's temination and the reasons for
this decision. Many good programs are not undertaken in one system for a
variety of reasons which may not be relevant to another system. It will be
the obligation of management to let all interested parties mow what has
happened to the program and the obligation of the decision makers to

articulate the reasons for their decisions.

OUTCOME

The planning group should detail who the appropriate decision-making
person or persons are, indicate when a final decision concerning program
implementation oan be made, who vill present the plan to the decieion

makers, and how possible modifi.ations are tc be accomplished if necessary.
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TASK H
INITJATE AND OPERATE PLAN

The succese of initiating the implementatéon plan
depends to a large degree on the successful perform-
ance of the preceding tasks. If all the preceding
tasks have been carried out, all staff members will
(a) know what they have to do, (b) be prepared to do
it, and 1e) perform their parts in the initiation of

the program at the appropriate times.

PREVENTION OF OPERATIONAL PROBLEMS
The initiation of the plan is critically important because mistakes or
failures made at this point tend to become irremediable. Problems in initia-
tion can usually be traced to deficiencies in the implementation plan itself,
For example, problems often arise because of:
* unforeseen contirgencies which could have been identified
by more thorough »lanning;
* insufficient preparation allotted to the staff; or
* a lack of clear commmication in the assignment of job
responsibilities.
To prevent the occurrance of as many initial mistakes as possible,
the planning group shovld conduct a "readiness check" that includes:
l. a step-by-step .eview of the entire implementation plan; and

2. an assessment of the status of all tasks that should have
been completed or undertaken to datec.

PRGGRAM MANAGEMENT

Once the plan is operating, the program director's role is to help the

>
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program run smoothly and effectively according to plan. To accomplish this,
the director may be required to assumc varicd roles:

1. Facilitator. During rcgular staff meetings, the director will

keep abreast of the progress and required changes in the program, the

staff members, and the program participants. Whether these changes consist
of additional resources, additional inservice training, more effective
interpersonal relations, or assistance in problem-solving, the director
should make every effort to ensure that the requirements are met or that
the staff realizes why they cannot be met.

When problems or difficulties arise during this and subsequent phases,
the director should bear in mind this problem-solving concept: 'Work the
problem, not the people." In other words, determine the degree to which the
concerns of individuals or groups are adversely affecting program activities
and objectives, then deveiop procedures for solving the problem rather than
‘nitially attenpting to identify staff members who are at fault and
solving the problem by assigning blame. It may be that the concern is a
culmination of a series of events and not specifically related to any single
individual or group. It may also be that problem resolution will occur only
after thoughtful re-evaluation of the procadures of the entire subsystem
involved. One of the management's most important functions is to assist
the entire staff in efficient prcblem solving, as well as in maintaining an
attitude of continual self-monitoring, problem anticipation and prevention,
and realistic mutual support.

Management also has the responsibility to keep the entire staff aware of
the program as a whole. When staff members lose sight of the total program,
subsystem interaction tends to decrease and program'effectiveness tends to

decline accordingly.

£
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<. Monjtor. Through the staff meetings and other regular reporting
procedures, the director will monitor the program at regular intervals to
ensure that all activities are proceeding according to the timeline in the
implementation plan. The director will have to continually obtain and use
complcte, accurate, relevant, and timely information on the status of the
program. ‘This information should come from status reporls presented
regularly at staff mectings. In complex programs, a responsive management
information system with data processing components may be required.

When delays or other problems are pinpointed, the director should meet
with the staff to determine causes and arrive at solutions. Often, monitoring
will be systemized as a formative or ongeing evaluation component of the pro-
gram,

3. Advocate. The program staff should recognize the director as their
advocate with superiors and with other decision-making bodies in the educa-
tional commmnity. They should be confident that the director is knowledge-
able about all phases of the program and capable of dealing with any cuestions
in their absence.

Their director will not always be able to answer every question in detail,
but should be able to discuss the concepts im.olved and feel free to refer
technical and other specific questions to appropriate staff members for elab-
oration without abdicating responsibility. The manager's advocacy is not
based on the premise of blind faith in tke program or in the staff, but
rathc: on knowledge of program goals and objectives, awareness of staff
performance, and recognition of problems and needs.

The more management tends to make decisions for others, the greater
the demand for closer supervision and monitoring of staff. Management

frequently does not have the specific information necessary to make effective

"
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decisions without the help and input of the staff members directly involved

in the program.

OUTCOME
A general understanding on the part of the program director eoncerning

his or her role in directing the program/project.

D
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TASK !
CONCLUDE PLAN

It will be ecpecially important for the direetor to
monitor the corcluding phase of the program to make
gure that all planned activities are carried out as

acheduled.

The concluding weeks or months of the program are critical because
they offer the 11st opportunity to carry out activities directed toward
the achievement of program objectives. There seems to be a natural tend-
ency on the part of program staff and participants to coast through the
final phase both (a) because "most of the work has been done already" and
(b) because of a variety of distracting details related to the termination
of the program. The program director must be vigilant during the concluding
phase to ensure that program tasks do not fall hopelessly behind schedule.
If a posttest is to be administered to program participants, it
should be scheduled after all program activities have been concluded. The
practice of administering posttests weeks before program activities are con-
cluded will encourage the ''coasting'' syndrome. The program implementation
plan should allow adequate time, preferably after all activities have been
concluded, for the staff to prepare evaluations and final reports and com-

plete the many tasks associated with the ending of the program.

OUTCOME

None for implementation planning group.
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TASK J
EVALUATE PROGRAM

Ar adequate evaluation chould umply the direetor with
all the information necessary to nake a recommendation
about the future of the program to the appropriate

decision-making bodies.

Let us assume that the pfogram has just terminated and that all data
and reports have been compiled according to the schedule in the implementation
plan and submitted to the person(s) responsible for ~reparation of the final
summative evaluation. The next steps are for the evaluator(s) to (a) analyze,
(b) interpret, and (c) synthesize the data into a final evaluation report to
be submitted to the director and other decision makers. The purpose of this
evaluation is to provide information which will be used in making decisions

about the future of the program or other-similar programs.

TYPES OF EVALUATION INFORMATION

1f an evaluation is to fulfill its ultimate purpose, i.e., to provide
complete, accurate, relevant information for decision making, it should
describe and measure three types of information:

1. information abcut the end product (i.e., the achievement of
original program objectives);

2. information about the processes used (i.e., the effectiveness
of program activities); and

3. information about unanticipated outcomes in addition to the
planned outcomes of the program.

Since decisions are made at every state of the program, information
gathering and evaluation should be a continuous process throughout the op-

eration of the program. All information gathered (e.g., pretest s:ores,

o Lon)
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feedback from parents and students, etc.) should be shared with the staff
so that their participative decision making is based on the most complete

and reliable data.

STA:-¥ FEEDBACK
In order to increase the value and accuracy of the evaluation information,
the prcgram staff should be given some time to examine the evaluation in draft
form, react to it, and offer their recommendations about the future of the
- program. Thus the evaluator will have the benefit of an interpretation
of significant successes or failures from the people who have experienced
these successes or failures. He will also be able to obtain additional
relevant information which may have been overlooked in the reports submitted.
If for some reason the evaluation must follow a more rigorous experimental
research design, the type of staff feedback described may be postponed
until che eviluition report is completed, at which time it can be compiled

as 1 suyplementary report.

ourcome

ione for implementation planning group.
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TASK K
DETERMINE PROGRAM FITTURE

Decisions made by the divector and othen appropriate
dectaion makers concerning the futuve of the program

should be based on the findings of the evaluation report.

DECISIONS REQUIRED

An adequate evaluation report should provide all the information
necessary to decide the future of the program intelligently. In ad-
dition to the basic question of whether the program has met its objectives,
particular questions about the program's future will have to be answered:

* Should the program be continued?

* Should outside or local funds be used?

* In what ways should it be modified?

* Is the program replicable in other organizations?

In some cases decisions concerning program continuation are required
before the final evaluation is Completed. If such a possibility exists,
then the program evaluation design should include periodic data collection

Procedures that will provide at least trend results for the decision makers.

PROGRAM CONTINUATION
If a decision is made to continue the program, the cycle of planning
for implementation should begin again. This time probably only modification
of the existing plan will be required. Whatever decision is reached, it
should be communicated to all parties who have been involved or interested in
the program. The reasons for the decision should also be publicized, especially

if they appear to contradict the conclusions of the evaluation report.

ad




oUTCOME

None for program irplementation plannere.
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APPENDIX A

PROGRAM DESIGN FOR
EXPERIENCE-BASED CAREER EDUCATION

(Example of a Comprehensive Secondary School Program)*

I. Introduction

Experience-Based Career Education takes as its premise that education
is a planned and guided process by which adolescents move toward adulthood.
It is an organized and directed series of events that help students decide
who they are, who they want to be, what they want tu do, what they want to
know, and experience. Education provides a means of grappling with these
questions by arming young people with ideas and skills, by encouraging them
to question their interests, values, and goals, and by challenging them to
experience both the problems and the richness of the real world, Therefore,
using the entire commmity as a learning resource, Career Education seeks to
provide students with a secondary education in such a way that they acquire
the skills and knowledge necessary to choose, enter, advance and find satis-
faction in an adult role.

This definition and statement of purpose for education rests on certain

values and key assumptions. These are presented below.

II. Values and Assumptions
A. The values of concern are those which influence the development

and implementation of educational programs and not those which

*The Experienced-Based Career Eduscation program described here is under develop-
ment by the Far West Laboratory for Educational Research and Development. This
example contains more detail than is generally available for most program or
project designs. Inclusion of statements concerning values, assumptions, and
organizing concepts have value in tracing logical consistency and achieving
consensus among various constituent groups.
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edtcation might attempt to develop in the learner. The fol-

lowing set of values about education has influenced the design
of a career education program.

1. Education is a potential strong force toward the improvement
of the human condition.

2. The development of the individual is the greatest value that
an individual can realize for himself and contribute to the
society in which he lives.

3. Interaction with both peeis and adults has significant value
in the development of an individual.

4. The potential inherent in the uniqueness of the individual is
the greatest single source of value and worth.

5. The design of education should be guided by the recognition
of the freedom and dignity of the individual and by the
recognition that the individual lives in and should be a
contributing member of society.

6. The individual (learner) has the right to participate in
making educational choices and decisions.

These value statements assign education an extremely important position
in the human enterprise and suggest that because the umprovement of the human
condition is a life-long enterprise, so then is learning. Further, the value
of the uniqueness of the individual and the support and development of unique-
ness arc stated as a major thrust. Finaliy, the role of the learner in edu-
cation is assigned a central and dominant position. To supplement the values
and provide further guidance to program designers, assumptions about the

learner and about learning are given.
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B. Assumptions About the Learner

C.

1.

™~

The individual has a basic desire to learn, to seek and
search for knowledge, and acquire competence.

The individual is capable of initiating, directing, and
assuming increasingly more responsibility for his own
learning.

There are differences among learners and these differences

exist on many dimensions.

Assumptions About Learning

1.

Intrinsic motivation is the most powerful facilitator of
learning.

The most potent satisfiers to the leamer are discovering
something new and achieving new skills and competences.
Self-confidence in the learner develops as a result of
successful exploration, discovery, or mastery at increas-
ingly higher levels of complexity and realistic aspirations.
Learning is enhanced when the learner becomes an active par-
ticipant in planning and conducting the learning process.
Very often, the best solutions to the facilitation of
lesrning are those that evolve from the processes of
planning, experiencing, and replanning.

Assessing progress in learning should include self-evaluation.
Svaluation of learning should be appropriate to the particular
Jearmer and to the situation in which learning has occurred.
There are different kinds of learning, implying different
conditions of learning and different approaches tc the

facilitation of learning.
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9. Transfer of learning is best facilitated if learning occurs
in functional contexts that have meaning ror thc learner.
These values and assumptions provide guidance to d:scribing a set of
organizing concepts which indicate what the educational program should

provide and the type of environment in which learning should occur.

ITI. Organizing Cencepts

Organizing concepis guide and direct t' - planning and implementation
of educational programs. A synthesis of the values and assumpti-ns sug-
gests that ¢ school shou.d:

A. Provide for conditions of learning and approaches to the facili-
tation of learning that are based on individual differences and
on the kind of learning in which the student is to be involved.
Because learners vary widely in what they know and what they can
do, there needs to be planning in terms of the student's capa-
bilities and accomplishments before and after any learning enter-
prise. The program should emphasize mutual plamning between
adults and students based on student interests and ne¢ .s before
and following projects. Methods for pursuing learning and modes
for demonstrating achievement are varied and selected for the in-
dividual situation. A clear definition of goals is prerequisite,

B. Provide for learning which is not separated from the community
and society, which should further be built around life situations
when pussible, and which emphasizes a genuine interaction between
the learner ard the environment. A supportive social environment
should be developed and nurtured. The usc of functional contexts
so that (1) transfer of learning is enhanced, (2) student interest

in dealing with the content of learning remains high, and (3) there
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is 4 maximum interaction betwcen the learner and adults in the
comunity as well as between peers is seen as essential.

C. Provide for .ituations in which learning goals and activities
can emerge and cvolve rather than always occuriing in an overly
prescriptive nathway. Thus, schooling should to the extent
rossible be responsive to the learner's needs, be learner-directed,
and learner-active. Students should assume gradually increasing
responsibility for their own learning in terms of expression of
learning goals, planning programs, and developing and carrying
out projects.

D. Provide for leamning situations which facilitate genuine explora-
tion, discovery, and mastery of skills; attainment of competences
that are applicable, useful, and satisfying; and the recognition
of achievemsnt. Meaningful learning occurs as new content is
experienced and organized into the learner's cognitive structure.
The learning process should be organized in order that the learner
can engage in activities which have relevance to his or her own
purposes, which are geared to increasing the learner's capability
to explore, analyze, synthesize, and problem-solve, and which
assist the learner to become independent and self-reliant.

E. Provide for constructive evaluation that is relevant to the
learner and the situation in order that the learner perceive
self-improvement. Furtier, it should emphasize self-evaluation
to permit the learner to be deeply involved in self-improvement.
Procedures should call for frequent evaluation of activities and
projects both during and upon completion by the student and his

learning coordinator in order to ensure feedback to the student.
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F. Develop and nurture the attitude thnt learning, self-improvemen:,
and the improvement of the human condition is a life-long process.
By focusing on clear Jefinitions of student goals, ensuring feed-
back on progress, and increasing assumption of responsib:lity for
one's performance, and by providing a supportive social environ-
ment, the development of persistent motivation for learning will
be enhanced.
IV. Major Design Requirements
Using the zbove set of concepts about how education should be organized,
a career education program rests on the following key design requirements.
It should be:

A. Experienced-Based. The "community as scwool" concept provides a

fAunctional context that enhances learning, in terms of both moti-

vation and substance, by enabling students to:

1. Improve and perceive the relevance of basic skills by using
them to solve real (not simulated) problems in everyday
life (not artificial classroom) situations, and by being
challenged to commnicate at an adult level.

Z. Translatc concepts, abstractions, and principles into actual
experience and test them out through practical application
as they are in fact employed in real-life tasks.

3. Develop a sense of responsibility and self-reliance by
participating in vital daily activities that call for
solving problems, making decisions, and perceiving and
accepting the consequences of one's own actions.

4. Acquire first-hand informaticn about what people actually do

in their daily work, how they feel about what they do, and
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B.

what kinds cf knowledge and skilis are needed to enter and

function effectively in the adult world.

(73]

Integrate learning in ways not possible in the traditional
classroom. Career educatior. exploits the fact that human
experience does not conveniently divide itself into airtight
compartments called skills or subject areas. It enables a
student to develop his abilities in several areas--academic,
occupational, social, and personal--as these skills and
knowledge are applied interactively in actual experience,

Carecr-Oriented. Because occupational choices play a powerfui role

in shaping our sense of identity, se¢lf-esteem, and lifestyle, a
focus on career preparation should be an integral part of a person's
education. Since 'career' is defined broadly as "one's progress
through life'" and not as a particular job, the notion of career
preparation means providing students with a cum:lative series of
planned, personalized learning experiences in a wide variety of
life/work settings that:

1. Help students know themselves better by seeing themselves,
their capabilities, and their reactions in a variety of
situations; develop realistic goals based on accurate ap-
fraisals of their interests, abilities, and needs.

2. Give them a broad understanding of the world of work--
its rewards and shortcomings, what they can expect from it,
and what it will rcquire of them.

Student-Centered. The student acts as planner, decision maker,

and self-evaluator within the general framework of career educa-

tion goals and procedures. This personalized, learner-directed
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approach enhances learning in the following ways:

I. Tt acconmodates human uniquencss by allowing each student,
to the ex~ent possible, to pursue his particular needs and
interests, at his own pace, and according to learning methods
best suited to his tastes and capabilities.

2. It increases motivation to learn by allowing the ctudent to
pursue genuire interests and concerns, to answer questions,
and to solve problems he perceives as relevant.

3. It allows the student to plan and carry out his own learning
program; requires the student to make his own decisions, act
on them, and face the consequences of those decisions; and
increase self-reliance and a sense of initiative. The in-
creasing assumption of responsibility for his own learning
and the perception of himself as being "treated like an
adult" foster confidence, both in himself and in the process
of learning.

Adult Reles. The task of adults (staff as well as resource

persons) is to provide a supportive environmert, and to guide and
assist students in planning, achieving, and evaluating accom-
plishments. The role of adults is to help students become adults,

to help them lea™n how to learn, to think for themselves, make
Jecisions, solve problems, work with others, keep their commitments,
and scek guidance and assistance when *hey need it. To facilitate
student learning, to accommodate individual student needs, and to
help young people make the transiticn to adulthood, career education:
1. Involves a variety of compectent adults with diverse back-

grounas and expertise as colleagues in the educational process,
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serving as models and sharing their part.cular expertise,
skill:, and kmowledge of the world with students.

2. Redefincsy the role of school :taff, who hecome primarily
learning coordinators and facilitators rather than

t:achers of corvenrtional subiects.

V. Specific Characteristics

\.

Content Scope. The yrogram is desigred to accentua.e an inter-

disciplinur,; appreach to learning. Hewever, opportunitizs for
students to fccus or single subjects or disciplines should be
available.

Content Organization. The career education program should

operate within a general framework, without pre-determined
sequence of learning. Learring paths wre planned by students
and staff, but may be modified based on experience, changing
interests, or fortuitous events. As such, content crganization
may be sequential, thematic, chronological, inductive, or
deductive. The major unit of student work is the project.

Teacher Function. Teachers (learning coordinators in FWL-EBCE)

are responsible for providing and organizing a supportive social
environment; to guide and assist students in planning and
achieving and evaluating accomplishments; to direct students to
useful resources .or learning. Thus, the teacher role is multi-
faceted including resource person, contractor, diagnostician/
prescriber, information purveyor, etc. How learning coordinators
organize (e.g., as a team, as individuals responsible for a certain
number of students) may vary depending on staff preferences. The
staff may include basic skills specialists, and they may be

subject matter specialists or generalists depending on the
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needs of students and available staff preferences.

Student fuactions. The student acts as the primary planner/

performer. With the help of his/her learning coordinator,
the student increasingly becomes a self-directed leamer.

Teaching-learn.ig Msthods. A variety of methods are recommended.

Although, practical experience is emphasized, varying student
needs will undoubtedly call into play other methods including
demonstration, programmed instruction, discussion/seminars,
discovery/inquiry, research/synthesis, etc.

Student Grouping. Generally the program will be non-graded and

thus is multi-graded; groups that are formed are heterogeneous
and usually based on student interest. In some cases, (e.g.,
basic skills instruction) grouping will occur by achievement.
A learning coordinator may be assigned up to 25 students, but
student group size will vary widely depending on student in-
terest and need. A learring coordinator's students may meet as
an entire 'class' only periodically.

Materials. Learning packages for various career areas should
be developed (e.g., biological sciences, commerce, physical
science, communication and media, politics, etc.). Packages
are defined as frameworks for study rather than the content
itself. A package will include such items as introductory
material, suggeéted learning objectives, suggested projects,
descriptions of available resource people, resource organiza-
tions, commmnity resources, ctc. Thus, packages provide ideas
and suggestions for project content and identify the resource .

which students can use to carry out their plans.

20
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Also, the program recommends the availability of career
information, programmed materials, diagnostic materials, and
provides an assortment of student planning, progress reporting,
and monitoring forms.

H. Eoguipment. No specialized equipment other than ordinarily
available to schools is required.

I. Physical Setting. A learning resource center to house materials

and records, to provide woik space for learning coordinators and
for students to meet in groups or individually with learning coor-
dinators is needed. Students spend at least 50% of their time out
in the commmity with various resources, thus facility requirements
are substantially less than for regular classroom programs. Where
the resource center is located (on existing school grounds or sep-
arately) depends on preferences of the school district.

J. Student Evaluation. The program should be designed to emphasize

evaluation conducted jointly by the students and his/her learning
coordinator and based on perceptions of progress and completed

projects. In addition, information from commmity resources with
whom the student has worked is helpful. Generally, assessment of
student progress is based on change in performance and attainment
of objectives rather than on external nowmms. Use of standardized
tests would be for the purpose of diagnosing skill needs and/or

fulfilling district evaluation requirements.

VI. Goals and Career Education - Students should be:
A. Motivated to learn: work at it, view every situation and every
human contact as an opportunity to learn something.

B. Planful: not only about their long-range futures, but about
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what they want to do and achieve.

C. Self-reliant: able to set tieir own goals, plan activities,
manage their time and other resources, work independently,
recognize when they need help and seek it, evaluate their
own behavior and learn from it, and accept the consequences
of their own decisions and actions.

D. Capahle of interacting with adults as equals: know what is
expected of them as adults, able to commmicate on an adult
level, able .0 i'dke and keep realistic commitments to others,
and have reasonal:l. expectations of others.

E. Capable of making realistic and satisfying career choices:
mcre informed about career options and requirements, and more
aware of their own values, needs, goals, strengths, and
limitations.

F. Independent learners: able to identify what's worth learning,
ider:tifying and use effective sources and methods of acquiring
information, analyze, evaluate, and incorporate new information

into their own knowledge and experience base.

VII. Objectives

The objectives that follow have been derived firom the goals ard are
examples of what graduates will know or be able to do. They are organized
into three broad categories: career development, basic skills, and life
skills--each with two or more subheadings. The specific behavioral objec- .
tive under each subheading are shown in order of priority.

A. Core Student Outcome Objectives

Carcer Development Objectives
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Self-Develoyment

1. The student will demonstrate awareness and understanding
of his or her own current interests, abilities, values,
and limitations relevant to career goals selection and
achievement, and recogiize that these may change with
further education or experience.

2. The student will demonstrate self-reliance and ability
to function responsibly and independently in daily acti-
vities; i.e., he will be able to plan activities and
manage time and other resources to accomplish goals, keep
commitments to others, follow through on pl=nned activi-
ties seeking guidance or assistance as necessary, evaluate
his own behavior and performance, and accept responsibility
for actions taken.

Career Decision Making and Ploming

1. The student will have a positive attitude toward planning
his future education, career(s), and lifestyle.

2. The student will have integrated (related) information
about occupations with information about self.

3. The student will have located and used information about
occupations.

4. The student will know some of the factors associated
with self-selected occupations that contribute to job
success and job satisfaction.

5. The student will have obtained employment information,
completed job applications, taken interviews, written
letters of application, prepared a resume.

6. The student will have demonstrated that he has made an
informed decision regarding his post-high school
educational/vocational plans.

7. Those students who have tentatively selected a career
area will have begun to acquire some of the relatedl
job-entry skills and experience.

8. The student will know the functions, characteristics
and requirements of a broad range of self-selected
occupations.

Basic Skills Objectives (To be demonstrated when in appropriate

sttuations requiring the use of the gkill.)

Oral Commmnicatirns

1. The student will commmicate facts, ideas, and feelings
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in a manner that is effective and appropriate to various
situations (social, school, or work).

The student will listen effectively.

Writing Skills

1.

The student will commmicate facts, ideas, and feelings
in writing so that most people can understand what was
stated.

The student will write letters, descriptions, and reports
required in daily 1life.

The student will demonstrate performance of writing skills
necessary for his chosen career or continued education.

teading Skille

]l

N
.

The student will read selections from a newspaper or
other popular periodical and (2) recognize the author's
purpose and (b) locate specific facts and details.

The student will read and comprehend materials pretaining
to his areas of career involvement, such as instructions,
manuals, forms, parts lists, and technical articles.

The student will read and comprehend materials appropriate
to his vocational and recreational interests.

The student will read selections required for educational
or occupational advancement and (a) define the author's
purpose and support that definition with evidence, (b)
identify and explain different levels of meaning included
in the selection, (c) identify biases with supporting
evidence, (d) extend interpretation beyond the printing
information, and (e) recognize and describe different
writing styles.

Bagic Quantitactive Skills

1.

The student will perform arithmetic operations necessary

for successful daily living, such as (a) making and
receiving change, (b) budgeting, (c) banking, (d) completing
tax forms, (e) doing comparison shopping, and (f) generally
dealing with weights, measures, calendars, and clocks.

The student will comprehend and interpret information pre-
sented numerically and graphically as found in such media
as newspapers and weekly news magazines.

The student will perform mathematical operations necessary
for his chosen career or continved education.
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Life Skills Objective (To be demonstrated when in appropriute

8ltuations r:quiring the use of the skill.)

Interpretation Skille

1.

2.

The student will effect’vely participate in peer and
aduit interactions basfd on understanding of roles and
obligations, acceptancz of the validity of individual
rights and perceptiors, and ability to contribute to
the resolution of ¢>1iflicts resulting from differing
personal needs and ‘salues.

The student will cooperate with others as a means of
attaining goals.

Problem=-5o0lving Skilla

1.

The student will define a problem by identifying a need
or a discrepancy between what is and what he thinks
should be. This can be in a personal, group, societal,
academic, or career situation.

The student will use a variety of sources and techniques
of data gathering.

The student will propose or genecrate alternative solutions,
anticipate consequences of various solutions, choose or
combine solutions, and implement a chosen course of action.

Decision-Making Skills

1.

2.

4.

SI

The student will _ecognize decisions that need to be made,
including when they must be made.

The student will identify alternative choices or options
and their probable outcomes.

The student will identify personal values and goals which
relate to the decision being made.

The student will choose tﬁe alternative that fits best
with personal values and goals.

The student will accept responsibility for his decision.

Inquiry Ski.lls

1.

The student will develop and expand his skills of inquiry
and critical thinking including such functions as classi-
fying, comparing/contrasting, defining, interpreting,
generalizing, inferring, hypothesizing, predicting,
analyzing, synthesizing, and evaluating events and written
or spoken material.



B. Elective Student Outcomes

The objectives above define the -~or: curriculum of the Futures High
School program. These are areas in which student achievement of knowledge,
skills, and experience are deemed essential. The Futures High School
instructional system shculd also provide learning opportunities in other
areas desired by the stwlent, his parents, employers, or higher education
institutions. But thesc are areas where growth may occur at any time if
the student has acquired the basic core knowledge and skills essential to
independent learning and adult living. These other curriculum areas are
thus elective for individual students depending on their interests, goals,
abilities, previous education and experience, and needs to meet public
school or college entrance requirements.

Elective Life Skills Objectives

Media Skills. The student will comumicate or understand
ideas or feelings expressed through media other than writ-
ten or spoken words.

Phystical Fitness and Health. The student will develop the
knowledge and skills necessary to maintain good health and
physical fitness.

Social and Cultural Awareness. The student will understand
1s social and cultural heritage as a means for understanding
himself and his physical and social environment.

Political Awareness. The student will understand the basic
workings of politics and government and the effect of govern-
mental policies and activities on his daily life, and leamn
to effectively use his resources as a citizen to influence
governmental action.

Ecoromie Competence. The student will understand the basic
economic forces that affect his daily life and will be able
to effectively manage his own economic resources.

Technological Skills. The student will acquire knowledge and
proficiency in using a variety of tools, equipment, machines,
and instrumer.ts appropriate to his own interests, needs, and
goals.

Acsthetic/Creative Levelopment. The student will be aware of
aesthetic forms, both ratural and man-made, and oi various
means and styles of artistic and creative expressiun, and will
explore and/or pursue in depth any of a variety of forms of
creative self-expression.

Scetal Scienze. The student will understand and use the
concepts and methods of social science inquiry and his knowl-
edge of the structure and organization of the various scienti-
fic disciplines.
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Science. The student will understand and use the concepts
and methods of scientific inquiry and his knowledge of the
structure, function, and organization of the various scien-
tific disciplines.

Mathematics. The student will understand and become pro-
ficient in one or more fields of mathematics.

Foreign Language. The student will explore and/or develop
proficiency in one or more foreign languages.

VIII.

Following an analysis of a number of carcer education programs, the
school staff determined that the Far West Laboratory's model of Experience-
Based Carecer Education program was highly consistent with their own intentions
and desired program characteristics. A decision to adopt the model on a
pilot basis was made. They also determined that the requirements for
implementing the FWL-FBCE program for some students were within the resources
of the school district and specifirc:ally at Futures High School.

A functional analysis of the FWL-EBCE model (see Figure 1) showed that
for the total model to be adopted, certain functions needed tc: be performed;
to perform these functions, Futures High School would need to organize or
have available various components, and specific handbooks were available to

assist the school to perform the functions.
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APPENDIX B
TASK WORK SHEETS

It may be helpful during the planning sessians-to have available a number
of task and/or sub-task work sheets which can be taped to « surface to
facilitate the group's work. The suggested work sheets are 8-1/2" X 11"
paper containing the illustrated box and arrcws suggesting the flow of

events (tasks and/or sub-tasks).

The work sheets can be used as follows. As the group or a member of
the group suggests an implementation task, it is immediately written in
bold letters on a work sheet and posted for all to consider. As each task
is suggested, the group may wish to make some judgments about the general
order (which task precedes which task) and relationship (which tasks appear
to be correlated) before posting. Once all of the tasks have been posted,
the group should then decide whether certain tasks should be combined,
reduced to sub-tasks, or simply restated, and whether certain sub-tasks
should be modified, subsumed under different tasks, or considered separate
tasks. Once all of the tasks and sub-tasks have been initially defined,
they can be rewritten in a manageable form and copies distributed to the
group. It 1s helpful to state all tasks in an active verb form; that is:

'""Determine,' 'Perform," '‘Prepare,' etc.
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APPENDIX C
GLOSSARY OF TERMS

Feedback:

Any information which is an output of some process and which can
be used as new input for decision making.

Input -Output AN

) N\
Input may be defined as the human and material resources which
are utilized in any given process to achieve a desi- :d outcome.

Qutput is the product or outcome of any giahn process. In flow
block diagrams, the process is represented graphically by a box;
the input is represented by an arrow going into the box; and the
output is represented by an arrow coming out of the box.

Intervention:

An activity, process or program which is new or foreign to the
system into which it is introduced.

Organization development:

A process of intervention into existing organizations, derived
from the experiences of various behavioral sciences. Such inter-
vention may have a short-term objective of improving the
organization's effectiveness in problem-solving, decision making,
or interpersonal relationships; or it may have the long-range
objective of moving the total organization toward a participative
management style.

PERT (Program Evaluation and Review Techniques):

A method of analyzing and graphically illustrating the expected
times of completion of a complicated program, the times of com-
pletion of the sub-programs of which it is composed, and the
estimated variances associated with these expected times of
completion.

System:

An interacting group of entities forming an organized whole.
More specifically, a deliberately designed systematic entity
made up of diverse but independent components that interact

and are united according to some organizing idea, plan, or
central principle. A system becomes more than the aggregate of
its components.
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Systems analysis:

There are two basic kinds of systems analysis. Exploratory
systems analysis aims to lead to the definition or selection
of a problem to be solved or system to be designed.
Evaluative systems analysis probes into the adequacy of an
existing system. :
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